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1) ĂĐŬŐƌŽƵŶĚƚŽĂŵƉŚŝůůĂŶĚƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ 
dŚĞĂŵƉŚŝůů^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚŝƐĂƌĞĐĞŶƚǀĞŶƚƵƌĞŝŶƚŽa new format of service provision at Camphill 
(Aberdeen). The ^ƚŶĚƌĞǁ ?Ɛ Project has extended the range of service provision at Camphill to include 
groups of children and young people that have previously not received its support. They have accomplished 
this using a flexible and informal style of provision. dŚŝƐƌĞƉŽƌƚŝƐĂŶĞǀĂůƵĂƚŝŽŶŽĨƚŚĞĂŵƉŚŝůů^ƚŶĚƌĞǁ ?Ɛ
Project. 
To understand the aims and workings of Camphill ?Ɛ ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ, it is helpful to take a step back in 
time to explore the origins and value-base of the Camphill Community. This makes it possible to see how 
Camphill (Aberdeen) has evolved over the years to address the changing needs of vulnerable children and 
young people whilst holding on to the original value-base. 
The Camphill communities originated in rural Scotland in 1939, founded by a group of refugees from 
Austria who were mainly Jewish families fleeing the spread of fascism in Europe. All had been studying 
ZƵĚŽůƉŚ^ƚĞŝŶĞƌ ?ƐĂŶƚŚƌŽƉŽƐŽƉŚǇŝŶsŝĞŶŶĂǁŝƚŚƌ<Ăƌů<önig. The group, described as being previously 
 ‘ǁĞůů-off members of sŝĞŶŶĞƐĞƐŽĐŝĞƚǇ ?, sought to make this anthroposophical philosophy manifest in their 
new community in Scotland (Brennan-Krohn 2011). Refugees in Scotland founded Camphill, they embraced 
and welcomed children with disabilities who were themselves outcasts within Britain (ibid). From here, a 
network of Camphill Communities developed throughout the United Kingdom.  
Those familiar with Camphill will be aware that a distinctive view of children, child development and in 
particular of disabled children. Following the thinking of Rudolph Steiner and drawing on anthroposophical 
insights, König ǀŝĞǁĞĚŝŵƉĂŝƌŵĞŶƚĂƐƉĂƌƚŽĨƚŚĞĐŚŝůĚ ?ƐůŝĨĞŶĂƌƌĂƚŝǀĞ ?ƚŚƵƐŝŵďƵŝŶŐŝƚǁŝƚŚĂƐƉŝƌŝƚƵĂů
meaning and purpose (Walter 2011). Co-workers at Camphill therefore do not see impairment as 
pathological inability, but rather barriers to growth that they can address through curative education (ibid, 
p. 125). Rather than regarding them as passive participants in the process of education, Walter describes 
ƐƚĂĨĨĞŶĚĞĂǀŽƵƌƚŽŝĚĞŶƚŝĨǇƚŚĞ ‘ƐƉĂƌŬƐŽĨŝŶĚŝǀŝĚƵĂůŝŶŝƚ ĂƚŝǀĞ ? (motivation and interest) in the children, 
encouraging children to develop using their strengths. This was in stark contrast to the more common 
perception at that time ŽĨƚŚĞ ‘ďĂĐŬǁĂƌĚ ?Žƌ ‘ĚĞůŝŶƋƵĞŶƚ ?ĐŚŝůĚ ?ďƌĂŵƐ ? ? ? ? ?ƚŚĂƚǁĂƐ ĞǀŝĚĞŶƚŝŶƚŚĞ
developing Child Guidance movement in the early 20th century, where there was arguably an emphasis on 
medical diagnosis and categorisation. To this day, Camphill continue to work according to this value-base, 
aiming to remove barriers and ĚĞǀĞůŽƉĐŚŝůĚƌĞŶ ?Ɛ strengths within a social pedagogical approach.  
The Camphill environment is a large estate with abundant mature trees, fields, and interesting buildings for 
workshops and other activities. 
Outline of the ĂŵƉŚŝůů ?ďĞƌĚĞĞŶ ?^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ 
In 2009, Camphill Aberdeen developed a new style of service that complemented its longstanding 
renowned social pedagogical support for disabled children. This new service, known as the Camphill St 
ŶĚƌĞǁ ?ƐWƌŽũĞĐƚ, offers support to children and young people who are experiencing difficulties in their 
communities or mainstream schools, and to young people who are transitioning from school ĂŶĚĐŚŝůĚƌĞŶ ?Ɛ
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services to adult education and services. In a departure from ĂŵƉŚŝůů ?Ɛ traditional residential provision, 
tŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚƐƵƉƉŽƌƚƐĐŚŝůĚƌĞŶ, young people, and families using a flexible timetable of 
activities, for the most part on a non-residential basis. However, while the project may superficially appear 
to have moved a long way from the prevailing model of the Camphill community, the underpinning values 
remain rooted in respecting the individuality of each child. TŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ aims to remove barriers 
and help each child integrate into mainstream society, particularly their mainstream school.   
The ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ provides support through three programmes: the therapeutic programme, 
transitions programme, and respite care. The project provides bespoke support through the therapeutic 
programme to children and young people and their families who require extra help and support due to the 
risk of family or schooling breakdown. The transitions programme offers support to young people (post-16 
years) to find suitable education, work placements and/or accommodation. The project offers respite care 
in two forms; firstly, it is available throughout the year to children, young people, and families who require 
additional support but not of the same intensity as the support provided through the therapeutic or 
transitions programmes. Secondly, the project offers respite care throughout holiday periods to pupils 
attending Camphill School (Aberdeen) where pupils spend time engaged in leisure activities at Camphill, 
and go on holiday and day trips with Camphill staff. We provide further information about the programmes 
in Section 3.b.  
The Camphill environment provides additional opportunities and allows project co-workers to develop 
tailored plans for children and young people. TŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚalso holds registration to provide 
emergency residential care for 1 to 10 year olds or families, at the time of the research purchasing 
authorities had not yet utilised this facility.  
The project develops an individualised plan for each child covering the three programmes outlined above. 
Typically, this includes therapies, specialist care and craft activities at Camphill. Plans are flexible and may 
include day, or part-day support, with some provision for overnight stays or residential care. Most plans 
also incorporate outreach work with the child or young person, family members or professionals. Outreach 
work can take place, for example, in the community, family home, mainstream schools or colleges. On 
occasion plans wholly comprise outreach work. We provide further detail about approaches used by St 
ŶĚƌĞǁ ?ƐƐƚĂĨĨ members in their work with children in Section 3.c. 
Local authorities refer children ĂŶĚǇŽƵŶŐƉĞŽƉůĞƚŽƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ. The referral process for the 
project is distinctive because children and young people (of school age) remain registered pupils at their 
mainstream school whilst receiving support from St Andrews. This allows children to maintain contact with 
and attend mainstream school, therefore facilitating the process of each ĐŚŝůĚ ?Ɛintegration.  
Once the project accepted a referral, experienced staff members carried out an  ‘ecological ĂƐƐĞƐƐŵĞŶƚ ? ?
highlighting the child or young person ?Ɛperceptions of their strengths and challenges, and their vision for 
themselves. From this assessment, the ĐŚŝůĚ ?Ɛindividualised plan is developed and tailored to facilitate the 
ĐŚŝůĚŽƌǇŽƵŶŐƉĞƌƐŽŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ.  
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Relationship-based practice 
At Camphill, staff members believe that relationship-based practice ŝƐƚŚĞŬĞǇƚŽĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ. St 
ŶĚƌĞǁ ?Ɛco-workers promote the development of positive relationships by providing opportunities for 
children and young people to interact with staff and other children and young people at Camphill. Project 
co-workers believe that positive relationships promote ĐŚŝůĚƌĞŶ ?ƐŝŶƚĞƌĞƐƚƐĂŶĚďƵŝůĚĐŚŝůĚƌĞŶ ?ƐƐĞůĨ-esteem 
helping them develop new personal and social skills to participate in their communities without difficulty:   
We believe that it is through relationships that individuals realize their potential. Our 
approach is of a relational nature and draws on positive psychological approaches 
(building resilience; solution focused, strength based, systems etc.) but is not exclusive of 
others of a more cognitive or behavioural nature.  
Consequently our approach is individually led. We aim to start from where an individual 
is and take their lead allowing space for choice of activity, length of time and people 
they wish to work with. Those working with an individual will attempt to boost their 
self-esteem by giving them the consistent message that they value them and recognise 
their strengths. (ǯs Project Internal Document) 
ǀĂůƵĂƚŝŽŶŽĨƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ 
Camphill commissioned CELCIS to evaluate the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ: to identify the effectiveness of the 
project, evidence its impact and offer any insights about how the project might develop further. To do this 
the CELCIS research team was involved in examining processes and approaches to service delivery and 
support for children and families, and in assessing outcomes, particularly outcomes for children and young 
people involved with the project but also those of their parents and other family members. 
1.a) About this report 
This is the full report from the evaluation; as such, it contains a great deal of information. The document 
describes the methods we used and then presents the findings of the evaluation. The findings are the most 
extensive part of the report, and so we have divided them into five sections. We conclude the report with a 
discussion of the findings, conclusions and a short section looking to the future.  
Readers will specific interests may find the contents list helpful in navigating to their areas of interest. 
Individual sections provide different perspectives, for example from staff, children and parents and those 
commissioning provision.  
tĞŚĂǀĞƵƐĞĚƉĂƌƚŝĐŝƉĂŶƚƐ ?ƋƵŽƚations throughout the report to illustrate our analyses; we feel it is 
important to reflect the voices of the different participants involved in this evaluation. To help protect 
ƉĞŽƉůĞ ?ƐŝĚĞŶƚŝƚǇ ?ǁe attribute quotes to generic groups of participants rather than to individuals, and we 
select the quotes that best represent any particular subject. In the discussion and conclusions sections, we 
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bring together key findings and the viewpoints of different stakeholder groups, including their views of 
successes, achievements, and ways forward for the project.  
To avoid excessive repetition, we vary the use of some terms, for example referring to ? co-workers ? and  ‘co-
ordinators ? (terms used in the proũĞĐƚ ?ƐŽŵĞƚŝŵĞƐƵƐŝŶŐ ‘staff members ? or  ‘ǁŽƌŬĞƌƐ ?Žƌsimilar.  
2) Methods 
A team of researchers at CELCIS carried out the evaluation ŽĨƚŚĞ^ƚŶĚƌĞǁ ?ƐProject, gathering 
information from the perspectives of different stakeholder groups ?ĂŶĚŝŶĨŽƌŵĂƚŝŽŶĂďŽƵƚĐŚŝůĚƌĞŶ ?Ɛ
progress to provide an overall idea of the impact of the project from diverse standpoints. During the 
evaluation a research advisory group met three times to support the research, providing advice on the 
methods, suggesting stakeholder groups to be included in the research and assisting with the 
interpretation of data. The group consisted of parents of children supported ďǇƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ ?
local authority representatives working with the project, ĂŶĚ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨ ? 
Data collection using four methods took place over several months between December 2013 and July 2014. 
These methods comprised a Case Audit, Documentary Analysis, Focus Groups, and Semi-structured 
Interviews.   
2.a) Case audits 
^ƚŶĚƌĞǁ ?Ɛ staff members were significantly involved in data collection by creating a case audit for each 
child and young person who ƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚƐƵƉƉŽƌƚĞĚ ?at the time of the audit, only one young 
person had ceased being supported, most cases were ongoing. ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚŽ-ordinators analysed 
ĂůůĐŚŝůĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞ ?ƐĨŝůĞƐĨƌŽŵƚŚĞůĂƐƚƚǁŽǇĞĂƌƐĂŶĚĐŽŵƉůĞƚĞĚĂn anonymous audit for each 
(n=18). This included data such as age and disability, as well as descriptive content about issues children 
were facing, processes and approaches to working with children and young people, and progress children 
had made. This represented a substantial amount of worŬŽŶƚŚĞƉĂƌƚŽĨ^ƚŶĚƌĞǁ ?s staff and we are very 
grateful for their efforts. The information contained in these case audits provided the research team with a 
very detailed and comprehensive understanding of the ƚǇƉĞƐŽĨĂƉƉƌŽĂĐŚƚŚĂƚ^ƚŶĚƌĞǁ ?Ɛstaff used and 
of the wide-ranging backgrounds of children and young people supported by the project. The case audits 
were also very useful for highlighting chiůĚƌĞŶ ?ƐŽƵƚĐŽŵĞƐŽƌĚĞǀĞůŽƉŵĞŶƚ and identifying areas where 
children and young people would still need support. For a copy of the case audit tool, please contact the 
research team. 
2.b) Documentary analysis 
^ƚŶĚƌĞǁ ?ƐŽ-ordinators supplied a small number of relevant project documents (eg. proposals, plans, 
strategies, policies, records, promotional materials, existing feedback instruments, etc.) to the research 
team to inform understanding and analyses of the findings. These documents were useful for developing 
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ƵŶĚĞƌƐƚĂŶĚŝŶŐĂƌŽƵŶĚĂŵƉŚŝůůĂŶĚ^ƚŶĚƌĞǁ ?ƐǀĂůƵĞďĂƐĞĂŶĚĨŽƌƵŶĚĞƌƐƚĂŶĚŝŶŐƚŚĞĚĞǀĞůŽƉŵĞŶƚĂŶĚ
aimƐŽĨƚŚĞ^ƚŶĚƌĞǁ ?s Project. 
2.c) Focus groups  
We conducted three focus groups to explore developments, progress, ĂŶĚŝŵƉĂĐƚŽĨƚŚĞ^ƚŶĚƌĞǁ ?Ɛ
Project, including suggestions about areas for future development. Two of the focus groups were from the 
St ŶĚƌĞǁ ?ƐWƌŽũĞĐƚ team who were able to provide detailed information about these three areas; the first 
comprised co-ordinators (that is, supervisors and managers) and the second, co-workers (front-line staff). 
/ŶƚŽƚĂů ? ?ŵĞŵďĞƌƐŽĨ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨƚŽŽŬ part in the two focus groups (seven in the first and five in the 
second); the sessions lasted between an hour and an hour and a half.  
The third focus group involved local authority perspectives. The meeting took place on local authority 
premises and four participants shared their views of the project, reasons for referral and use of the project, 
ĞǆƉĞĐƚĂƚŝŽŶƐĨŽƌĐŚŝůĚƌĞŶ ?ƐƉƌŽŐƌĞƐƐ ?impact on children and families, partnership working and suggestions 
for future developments.. Each of the participants in this focus group was in a managerial position and 
contributed to decisions about the purchasing of services. We had also invited teachers from a small 
number of mainstream schools attended by some of the children to join the third focus group, but none 
was available to attend. The session lasted approximately an hour and a half 
2.d) Semi-structured interviews 
We invited various people to take part in individual interviews. This included all parents whose children 
ǁĞƌĞŝŶǀŽůǀĞĚŝŶƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ ?ĐŚŝůĚƌĞŶ, and young people of parents taking part and Camphill 
school staff members. Five parents (of four children) agreed to take part; four parents took part in an in-
person interview at Camphill and one further parent agreed to take part in a telephone interview. We also 
invited children of parents who took part, only one wished to take part in a joint interview with their 
parent. We asked parents and the child participants to tell us their views of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ and any 
impact it had had on children and families.   
We sent an email invitation to take part in the evaluation to all Camphill School staff, and four individuals 
with a broad range of positions within the organisation indicated that they would like to be involved. Two 
individuals spoke to researchers at Camphill in a joint interview, and we carried out two further interviews 
by telephone. 
2.e) Consent and ethics 
The researchers provided participants with information sheets and consent forms about the evaluation to 
confirm their agreement to all relevant aspects of the research. This including providing information to St 
ŶĚƌĞǁ ?ƐƐƚĂĨĨƚŽprovide information and case audits or to take part in an interview or focus group. At the 
start of interviews and focus groups, researchers again explained the purpose of the evaluation, offering 
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participants the opportunity to ask any questions. We ensured that aůůƉĂƌƚŝĐŝƉĂŶƚƐ ?ŝŶĐůƵĚŝŶŐ^ƚŶĚƌĞǁ ?Ɛ
Project staff members, were aware that taking part was voluntary and there would be no consequences for 
them if they decided not to take part in the evaluation. However, this was not a one-off process and we 
considered  ‘ĐŽŶƐĞŶƚ ?ƚŽďĞan ongoing process that we re-checked throughout interviews.  
The University of Strathclyde Ethics Committee approved the study.  
2.f) Analysis 
Analysis of data included a review of interview data and project documents to provide an overview and 
descriptive account of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ including its background, aims, principles, and approaches to 
service delivery.   
Further analyses of interviews and focus groups captured perspectives and experiences from all 
stakeholder groupƐŝŶĐůƵĚŝŶŐ^ƚŶĚƌĞǁ ?ƐCo-ordinators and Co-workers, Camphill School Staff, Parents and 
Children, and Local Authority representatives. Our approach was thematic analysis focusing on general 
satisfaction with processes, consistency with the project approach, examples of benefits and outcomes and 
any barriers, suggestions or issues reported. We entered Interview and focus group data into NVivo 
Software to assist with our analysis. 
We used data from case audit files to produce a detailed profile of children and young people and the 
different wide-ranging backgrounds and needs they had. Through the case audits, it was also possible to 
describe the individual variations in development, and the continuing but varying levels of support that 
children required. 
3) Findings One: Describing tŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ 
The findings in this section look briefly at ^ƚŶĚƌĞǁ ?Ɛ principles and values before moving on to describe: 
the different programmes offered by the project, the approaches used to ƐƵƉƉŽƌƚĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ ?
examples of success for children and young people, project challenges, successes and future developments.  
3.a) Principles and values 
ƚ^ƚŶĚƌĞǁ ?Ɛ ? it was explained to us, the Camphill principle that every person is worthwhile is embedded 
within the work of the project; this principle is at the core of all practice and interventions carried out. 
Without feelings of self-worth, staff members believe that chilĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞ ?ƐĚĞǀĞůŽƉŵĞŶƚǁŝůů
be very limited. Co-ordinators spoke of ƐƚĂĨĨŵĞŵďĞƌƐ ? belief in the value and worth of children and 
families, explaining that helping children value themselves and develop a sense of self-worth is central and 
a fundamental aim of the work they do to promote ĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ:  
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Iǯone of the values of Camphill to make every human being feel that they are 
worthwhile as human beings regardless of colour, regardless of vision.  This is one of the 
Camphill mantras ǥǥ is the ethos that has been built throughout 70 years. (Co-
ordinator) 
ǥ believing in people, the children, the families. Iǯndrews 
ǡǯ [Camphill] School, together, and that is the very core ǯ
doing, and with that belief we can experiment different ways of doing what Camphill 
School has more or less done for the last 70 years. (Co-ordinator)  
When children value their own contribution and participation, it is ^ƚŶĚƌĞǁ ?Ɛstaff experience that 
children will obtain many positive outcomes, often in abundance: 
Oǯ
recognised, they feel met and they feel recognised and they feel valued. Aǯ
more like a cascading of outcomes, then in a sense that that has ripple effects within 
their own environment, perhaps within their own relationship with the family, perhaps 
ǡǯǤ (Co-ordinator) 
Without this sense of self-worth, ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨmembers explained that children and young people 
would not be able to engage effectively in education or take part in society:  
I think fundamentally, unless you feel good about yourself, ǯto be able to 
learn and function in wider society. (Co-ordinator) 
However, staff members believe that they cannot force children to change; instead, they suggest their 
focus should be changing the child ?Ɛ environment so that it meets their needs more effectively ?^ƚŶĚƌĞǁ ?Ɛ
staff hoped that children and young people would build up resilience and capabilities to enable them to 
deal with any issues they faced throughout their whole lives. These beliefs ƵŶĚĞƌƉŝŶĂůůŽĨƚŚĞ^ƚŶĚƌĞǁ ?Ɛ
WƌŽũĞĐƚ ?Ɛpractice.  
3.b) ^ƚŶĚƌĞǁ ?Ɛproject programmes 
dŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚŝƐƌĞŐŝƐƚĞƌĞĚƚŽƉƌŽǀŝĚĞĂŶƵŵďĞƌŽĨĐŚŝůĚƌĞŶ ?ƐƐĞƌǀŝĐĞƐďƵƚĚŽĞƐƐŽƚŚƌŽugh three 
main programmes: the therapeutic, transitions and respite programmes. The service is also able to provide 
emergency residential care for 1 to 10 year olds, but at the time of the research, no referrers had 
requested this service.  
Within the therapeutic and transitions programmes, the majority of children and young people spend time 
at Camphill ^ƚŶĚƌĞǁ ?Ɛand in their school or college setting. ĂĐŚĐŚŝůĚ ?Ɛplan typically involves elements 
of outreach work, which can happen in schools or colleges, within the family home or in other settings that 
children attend. Most children and young people attended as day students, but a number lived on site at 
the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ on a residential basis if they considered it to be in their best interests. For a small 
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number of children and young people, usually older young people, the project provided support mainly via 
outreach work with little or no attendance at Camphill.   
Although the project offers therapeutic and transitions programmes as distinct services, ^ƚŶĚƌĞǁ ?Ɛco-
ordinators explained that both programmes use a similar repertoire of methods and processes, and that 
ĂŵƉŚŝůů ?ƐƉƌŝŶĐŝƉůĞƐĂŶĚǀĂůƵĞƐ underpin all activity. In addition, the project integrates the two 
programmes, with children across the different programmes spending time together in the two St 
ŶĚƌĞǁ ?Ɛhouses, and taking part in some of the same activities or workshops.  
In contrast to the therapeutic and transitions programmes, the project provides respite support mainly to 
children for enjoyment and relaxation. Whilst respite work encourages development, this is not the primary 
purpose. The project offers respite during holiday times to children who attend Camphill School; they also 
provide respite on a referral basis throughout the year. At the time of the research, a small number of 
children had received daytime respite (ie non-residential respite).  
Referrals to the different programmes in the project came from neighbouring local authorities.  
Ecological assessment 
Once the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚĂĐĐĞƉƚĞĚĂƌĞĨĞƌƌĂůĂŶĚĂŐƌĞĞĚƚŽƐƵƉŽƌƚƚŚĞĐŚŝůĚŽƌǇŽƵŶŐƉĞƌƐŽŶ, an 
assessment of the child ?ƐŶĞĞĚƐ was undertaken. For children for whom an individualised therapeutic 
programme was required, project staff conducted an ecological assessment to identify strengths, issues, 
and the interrelationship between the individual and the environment. Bronfenbrenneƌ ?Ɛ ? ? ? ? ? ?ĞĐŽůŽŐŝĐĂů
framework and the Circle of Courage framework for youth empowerment developed by Brendtro et al. 
(1990) inform the assessment process. Local authority staff particularly valued these assessments (see 
section 6.a.) 
The ecological assessment aims to focus on:  ?ƚŚĞĐŚŝůĚ ?Ɛ ǀŝĞǁƐƚŚĞ ?ǁŽƌůĚ ? as well as ƚŚĞ ?world ?Ɛ ? views of 
the child, ĂŶĚŵŽƐƚŝŵƉŽƌƚĂŶƚůǇŚŽǁƚŚĞƚǁŽŝŶƚĞƌĂĐƚ ?(Ecological Assessment Tool, internal ^ƚŶĚƌĞǁ ?Ɛ
Project document). Ecological assessments may, for example, assĞƐƐƚŚĞĐŚŝůĚŽƌǇŽƵŶŐƉĞƌƐŽŶ ?Ɛcurrent 
situation, explore future transition plans, and present a proposal of how needs may be met in an ideal way.  
Staff members gather evidence for the assessment from parents, family members, and professionals 
(including, where relevant, social workers, educational psychologists, and teachers). They also consult any 
documentation such as education plans and previous assessments.  
Therapeutic and transitions programmes 
Background of children and young people: 
Children and young people who attended the therapeutic programme were school-aged, with the youngest 
around eight or nine years old, and described as: 
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ǥusually very bright, ǯ walking and talking, but they really find it very 
difficult to integrate into and be part of the mainstream because mostly their needs are 
not understood and if they are understood they cannot be met due to very practical, and 
some not so practical, reasons. (Co-ordinator). 
Children who are part of the therapeutic programme often come from a complex background. Staff 
explained that it was sometimes difficult to know initially what the most beneficial areas to work on with 
each individual child or family will be:  
I think the therapeutic programmes, ǯtion that 
ǯǯ
Ǥǯǯ
much more complex and multi-faceted. (Co-ordinator) 
^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚƐƚaff found that each child for whom they provided therapeutic support had already 
experienced at least one intervention, and usually more before joining the project. These interventions had 
typically taken place over a number of years. For example, one intervention involved a range of extra 
supports to help a young person cope in a new school environment; however, when the environment 
became overwhelming for thĞĐŚŝůĚ ?ĚĞƐƉŝƚĞƚŚĞƐĐŚŽŽů ?ƐƐƵƉƉŽƌƚ, the St ŶĚƌĞǁ ?ƐWƌŽũĞĐƚǁĞƌĞasked to 
become involved:  
We have a young person ǥ and people knew that the young person ǯ
people around, so, I think they [school] had this transitions week with lots of support, 
very nice people helping, but on the second day, they had lunch in the canteen with a 
thousand other youngsters and the young person completely, utterly, ǯ
there. (Co-ordinator)  
Young people who are part of the transitions programme tend to be older than those who are on the 
therapeutic programme. Usually they no longer attend school and are aged 18 to 22, although some young 
people in the programme may be 16 or 17. Some young people using the transitions programme previously 
attended Camphill School; others came from the local community. A number of the young people have 
complex learning disabilities or difficulties. Young people generally join to the programme to address or 
support a specific goal such as moving from a school placement to adult education, a move to new 
accommodation, starting college or, more generally, developing independence:     
In some sense the ǡǯ ǯ
ǯǤve transition for somebody 
who has been at a school placement into more of an adult provision to learn life sills to 
develop independence and so on. (Co-ordinator) 
Additionally, ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨŵĞŵďĞƌƐĨĞůƚƚŚĂƚbecause young people on the transitions programme are 
moving into adulthood, it could be relatively easy to understand where their future paths may lie and what 
they might want to do with their lives: 
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So, if youǯr ? ?ǯǤ  that maturity 
counts as well, for one could say, okay this young person is in adulthood now so we can 
much better predict or see where this person is going. (Co-ordinator)  
Aims of the therapeutic and transitions programmes: 
Although the overarching aim of ƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚis to address, what is needed for the young 
person to remain in mainstream or to be in mainstream (Co-ordinator), to achieve this, the ^ƚŶĚƌĞǁ ?Ɛ
Co-ordinators primarily view role a being enable children and young people to feel good about themselves. 
This is a particularly salient aim for the therapeutic programme as children and young people usually have a 
low sense of self-worth. As highlighted earlier, this is one of the fundamental principles of Camphill Schools 
and communities across the UK (Jackson 2006) which is linked to views of child development that suggest if 
children feel good about themselves, then we know everything else will come afterwards, the formal 
learning and the reintegration and all the rest (Co-ordinator): 
ǥthe first port of call is that they feel good about themselves because most of them are 
coming after lots of breakdowns, school breakdowns, maybe some family breakdowns 
and theǯre really feeling awful about themselves and their loss of confidence, but yes, 
we are working to make them feel good. (Co-ordinator) 
Project staff explained that the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ offered a transitional phase that gave children and 
young people space to become comfortable and learn before moving back to the mainstream:     
The ǯǥǯ
thǤȏǯ
Project] is like a bridge. They dip into the therapeutic programme but also they do life 
skills and they access all the workshops and take part in things to kind of bridge the gap. 
ǯǡǤ
(Co-workers) 
For the transitions programme, staff indicated that they were able to start working on specific issues quite 
quickly. This was because, although there could be the same types of issues as those addressed by the 
therapeutic programme, ŽŶƚŚĞƚƌĂŶƐŝƚŝŽŶƐƉƌŽŐƌĂŵŵĞ ?ƚŚĞǇŬŶĞǁǇŽƵŶŐƉĞŽƉůĞ ?Ɛ goals and aims in 
advance:  
That part has a different focus [from the therapeutic programme], there might be 
wishes from the parent or from the individual to move to a certain adult provision but in 
order to do that there are certain [entry criteria]ǡǯǤ 
(Co-ordinator) 
An overarching aim for all ^ƚŶĚƌĞǁ ?Ɛstaff is to help children and young people become independent by 
focusing on their strengths: 
 14 
 
ǥ
trying to build up their strengths in here ȏǯȐ in what they are already good 
[at]. (Co-worker)  
ƐǁĞůůĂƐƌĞĐŽŐŶŝƐŝŶŐĂŶĚďƵŝůĚŝŶŐǇŽƵŶŐƉĞŽƉůĞ ?ƐƐƚƌĞŶŐƚŚƐ, ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨ members also aimed to 
address issues in ƚŚĞĐŚŝůĚ ?Ɛwider environment in order to facilitate integration into mainstream settings. 
For the therapeutic programme, staff told us that often they worked to change practice in schools and 
challenge ƉƌŽĨĞƐƐŝŽŶĂůƐ ?ƉĞƌƐƉĞĐƚŝǀĞƐŽĨƚŚĞĐŚŝůĚ: 
The focus is about what needs to change and how can we facilitate that change so that 
in the end child, moves from the place that they are in at the moment, which is usually 
disruptive, destructive, unhappy for everybody around, for the schools, for the family, for 
the child. Eǯ. So how to move from the war zone to a medium zone 
where everyone can start at least meaningfully talking with each other and how can we 
change the narrative that goes around the child. So, ǯ
so we can facilitate the child to move from place A to place B. (Co-ordinator) 
Co-ordinators suggested that they aimed to change the narrative around the child; they explained that they 
often find that those in contact with the child use negative language to describe them, locating the child as 
the source of the problem. For example, seeing the child as problematic and not engaging in education. Co-
ordinators ĞǆƉůĂŝŶĞĚƚŽƚŚĞƌĞƐĞĂƌĐŚĞƌƐƚŚĂƚŽŶĞŽĨƚŚĞĂŝŵƐŽĨƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚŝƐƚŽencourage 
those working with the child to view the child positively and explore ways to change the environment and 
practice to enable the child to engage in activities, and reduce any challenging behaviour.    
Recording development: 
Project co-ordinators showed researchers examples of the Outcomes That Matter framework (Fulcher and 
Garfat 2013). This ǁĂƐƵƐĞĚƚŽƌĞĐŽƌĚĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉment within the therapeutic and transitions 
programmes on a weekly basis. Co-ordinators explained that the information recorded helped to show 
development (including dips) which supported their decision-making and approach to working with the 
child or young person. This framework was not widely mentioned by staff in focus groups; however, one 
co-worker suggested that this method of recording was particularly helpful for identifying small 
developmental steps: 
The Outcomes That Matter forms, this is just my opinion, make it more easy for you to, 
for the student you are working with, to look at the small achievements because the 
really small steps, you can fill out in the form. Also for the co-worker to notice and 
realise the small steps and sometimes to build up the bridges to make it easier to try to 
intervene in these situations, then you have this new achievement. (Co-worker) 
The Outcomes that Matter graphs had also been helpful for staff and some parents in identifying times, 
activities and approaches that increased stress or led to  ‘ĚŝƉƐ ?ŝŶĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ. For example, staff 
identified that formal reviews could be problematic, with some children showing deterioration in some 
elements of the outcomes framework around the time of reviews. In another instance, the graphs showed 
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that one young person was relying on the support of one of the workers; this highlighted a need for 
encouraging confidence and independence. Where there were no dips and progress was increasing or 
steady, staff took this as an indicator that the approaches used with children and young people were 
effective.  
Respite programme 
There are two forms of respite programme within the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ. The first is a residential respite 
programme offered during school holidays. The second is a day school term-time respite programme 
offered to children and young people who needed a little extra support, but who did not require the 
intensive support offered by the therapeutic and transitions programmes.  
Background of children and young people using the respite programme: 
The holiday respite service provides support mainly to children and young people who attend Camphill 
School during term, but also to some children and young people on the therapeutic, transitions and day 
respite programmes. Staff told us that the respite programme could, in addition, be used to help identify 
children and young people from Camphill School who may be, potential new candidates for the transition 
programme, for example, because they have been a few years in the holidays with us, they know the 
houses and they are looking for a place (Co-ordinator).    
Occasionally, however, children were referred to the day respite programme because parents felt the 
Camphill environment would be beneficial for their child for overall development rather than to focus on a 
particular goal around mainstream integration or transition: 
[Child] only came specifically, ǡǯ
the request came in. Because we have the environment that we have, I thought that 
makes sense for a positive experience. Parents are seeking, if they are not Camphill 
School parents, they are seeking something that they feel [their child] needs to have. 
(Co-ordinator) 
Aims and activities of the respite programme: 
Unlike the therapeutic and transitions programmes, which aim to facilitate some sort of change, the 
holiday respite programme has less focus on bringing about change or development, aiming instead at 
promoting enjoyment and the experience of Ă ‘ƉƌŽƉĞƌ ?break or holiday: 
Respite, ǯǡ, there is 
no programme set out. (Co-ordinator) 
For the first holiday respite, the main question was, what would truly a holiday be for 
the kind of children that are coming?  Not this is the holiday programme that we are 
going to offer, what would be a holiday experience for them. (Co-ordinator) 
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The researchers were told that children take part in enjoyable activities for fun and to relax, but this is also 
a time when staff can relax and enjoy themselves too: 
We actually just let go. We go camping, we have a holiday house in Stonehaven, we 
make campfires, we just go swimming, to the cinema and we try to do that, a bit for the 
youngsters, but I suppose a bit for the house and the co-workers, because I suppose in a 
way, the house can then breathe again and we start again. ǯ
rhythm, ǯǯǤ (Co-ordinator)  
Staff suggested that the same approach was used for children who attend respite after school or in the 
afternoons throughout the year: ŚĞ ?ƐŬŝŶĚŽĨƚŚĞƌĞƚŽĐŚŝůů and have a good time and relax (Co-ordinator). 
However, we found that there were also some elements of developmental work, for one child, this 
included encouraging independence, and developing self-esteem: 
What I do with my student is to make him as independent as possible. Try out and push 
him as much as possible in these really small situations because we also have lots of 
students with Autism in our house and the varieties of autism are really different but it 
is small steps that we do with them. With this [respite] student we really try to find a 
small moment for them to find their self-esteem and to find themselves. That they realise 
that yes I can do the small steps, and we try to give them this routine, they really need 
for feeling sqfe, and not just over half a year, ovǡǡǯ
years we try to give them this routine to try and build up in this routine and make more 
small steps. (Co-worker) 
3.c) ^ƚŶĚƌĞǁ ?ƐƉƌŽũĞĐƚĂpproaches to working with children  
^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨdescribed a wide range of approaches that they used to help children and young people 
build a sense of self-worth and value, they emphasised that approaches are flexible and not tightly 
prescriptive. These approaches, which we outline below, align strongly with Camphill values and principles 
and included practice based on relationships, practical activities, and community ethos:     
Time and space: 
At the ^ƚŶĚƌĞǁ ?Ɛ Project, allowing time for children to develop at their own pace, both personally, and in 
their relationships, is vital. Staff members feel that ĐŚŝůĚƌĞŶ ?Ɛprogress is often incremental and that it is 
likely to take many months to develop to the extent that children are able to feel valued and participate in 
multiple settings without difficulty. 
Valuing children and young people: 
Throughout the day, all members of ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ and Camphill staff will do and say things that 
demonstrate to the child that they are valued. In this way, children receive this message consistently from 
the staff they encounter. Each staff member comes up with their own way of communicating to children 
how they are valued: 
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And each individual staff member I think finds their own way of giving that message 
out. Therǯmessage that you have to ǥ, the thing is to 
keep to the message clearly, and there are loads of examples of that. (Co-ordinator) 
Staff members believe that constantly giving this message helps children to understand that they can 
achieve, and are able to participate positively in education or life in general: 
ǯ many people being here for a year and after a year they turn round and they 
ǯ, I want to go and learn. Aǯthrough everyday life, 
people keeping giving that positive message.  ǥ so you know ǯ
ǯ. (Co-ordinator)   
Developing relationships: 
Valuing relationships and providing support in different and individual ways was part of the ethos and 
community of ƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ ?Staff informed us that they concentrated on building close 
relationships and bonds with children and young people in order to build up their sense of safety, trust, and 
belonging through communicating positive messages frequently in daily life. Equally, they supported 
children to develop relationships with peers and other adults at Camphill. The example below suggests that 
in addition to one-to-one relationships, group dynamics and relationships provided powerful support:  
We have been hanging in with this young person through this crisis you know, I was so 
touched, I went in and there was [young person] sitting there, the same person was 
completely in a state, not very well, sitting down very quietly, very unwell. And they 
[other staff and children in the house] were sitting there reading stories to the young 
person, one person at a time not moving out of their sight. And I thought wow, you 
know, this commitment at that levelǡǯǡ
go through real, real rock bottom places. (Co-ordinator) 
&ŽůůŽǁŝŶŐƚŚĞĐŚŝůĚ ?ƐŝŶƚĞƌĞƐƚƐ: 
ǯ the young people and children. I 
ǯǡǯ. (Co-ordinator)  
^ƚŶĚƌĞǁ ?s staff drew attention to the efficacy of children ?s interests and enthusiasm as a catalyst for 
development. For this reason, children and young people were offered a variety of workshops and activities 
that they could carry out or take part in at Camphill and, sometimes outside in the local area. Children had 
the freedom to choose activities for themselves. Staff members told us that when children find an activity 
they enjoy, taking part in it would provide opportunities to develop a range of practical, personal, and 
social skills.   
Holding on to (containing) anxiety: 
Although spoken about less prominently than other approaches in this section, staff members explained 
that managing the high and varying levels of ĂŶǆŝĞƚǇŝŶƚŚĞ^ƚŶĚƌĞǁ ?ƐŚŽƵƐĞƐ ensured the households ran 
as smoothly as possible:    
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All these young people that we are working with be it in the transitions, be it in the 
therapeutic programmes, they see a huge amount of anxiety so I think a lot of our work 
is actually to hold that anxiety and to know how to hold it and not to let that anxiety 
ǯǤYǯ
ǯ, individual people they take that [anxiety] along 
with them, they have that with them be it just themselves, be it the families, the schools. 
It does take a huge amount ofǡǡǯ
knowledge and ability to deal with all these 100,000 anxieties.  (Co-ordinator) 
At an individual level, staff also told us that considerable effort was spent helping children to reduce the 
high levels of anxiety they felt about their mainstream settings: 
For some of them, it is also the aim to ease their anxiety in the normal school. So they 
have some therapy or some other time like some school time and, if they manage to feel 
a bit more secure ȏǥȐ they also they have regular reviews, and they also raised the 
amount of time they spend in the school againǥ (Co-ordinator) 
Using the environment and ethos: 
Staff members thought that the Camphill environment and its accompanying ethos had a beneficial and 
therapeutic impact on children and young people. This ĞĨĨĞĐƚĐĂŵĞĨƌŽŵƚŚĞĞŶǀŝƌŽŶŵĞŶƚ ?Ɛ peacefulness 
and purposefulness:   
Some of the things that I think really benefit the children and young people who come to 
the ǯ; ǯand all the craft 
ȏǥȐǤǯn 70 year 
old history of people working, and striving, and developing. And I think that has an 
intangible impact on anybody who comes here. (Co-ordinator) 
Staff members told the researchers that this positive community and family environment was present in 
ĞĂĐŚŽĨƚŚĞ^ƚŶĚƌĞǁ ?s houses. Co-workers described the houses as being family environments where 
children established friendships and connected with new people of all ages. For day students, the family 
nature of the houses allowed then to look forward to staying at the ^ƚŶĚƌĞǁ ?Ɛ Project for the occasional 
weekend:  
For the children to be able to interact with each other, and not just having the support 
worker around them all the time, and being their friend. They can be friends with each 
other too, and look after each other and learn how to communicate with different 
Ǥǯǡǡǡ
belonging is a huge sense because a lot of the children, I think we are working with, 
come from homes that are maybe not working so well. So to come in and to find that all 
these different people, different ages, different places are actually all really connecting 
and working as one team,  you know, as a family unit, is a really positive thing. (Co-
worker) 
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ǥ ǯǤ
(Co-worker) 
Non-judgemental approach: 
Staff adopted a non-judgemental attitude towards children and young people by removing any pressure on 
children to take part in activities and by allowing them to be themselves. This aimed to help children learn 
that their views, opinions, and decisions were important and mattered:  
No assumptions or judgements [are] made, they can just be themselves and everything is 
Ǥǯno pressure on the young people. (Co-ordinator)  
In this way it was felt that children could take control over their own lives and choice of activities, and learn 
that it is ok to be themselves: 
ǥǡ
here and they can sort of work on themselves before they have to go into the wider 
community. (Co-worker) 
Observation: 
Staff descriptions of the work they do with children and young people suggest ƚŚĂƚŽďƐĞƌǀŝŶŐĐŚŝůĚƌĞŶ ?Ɛ
ďĞŚĂǀŝŽƵƌĂŶĚƌĞĂĐƚŝŽŶƐƚŽĚŝĨĨĞƌĞŶƚƐƚŝŵƵůŝŝƐĂŶŝŵƉŽƌƚĂŶƚƉĂƌƚŽĨƐƵƉƉŽƌƚŝŶŐĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ ?/Ŷ
ƚŚĞĞǆĂŵƉůĞďĞůŽǁ ?ƐƚĂĨĨǁĞƌĞĂƚƚƵŶĞĚƚŽƚŚĞǇŽƵŶŐƉĞƌƐŽŶ ?ƐƌĞĂĐƚŝŽŶƚŽƚŚĞ ǁŽƌĚ ‘ƐĐŚŽŽů ? ?ǁŚŝĐŚƚŚĞǇĨĞůƚ
initially prevented the young person from engaging with learning. Again, this example shows the 
importance that ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨƉůĂĐĞŽŶǇŽƵŶŐƉĞŽƉůĞ ?ƐĂŐĞŶĐǇĂŶĚĐŽŶƚƌŽůŽǀĞƌƚŚĞĚĞǀĞůŽƉŵĞŶƚ
process:  
Already by the word school which is put on his hoody, close down and turn off, but by 
going to workshops, by building up relationships, by just feeling at home here, all of a 
sudden he starts to ask in my workshop can I go and learn something. I mean we have 
just facilitated it in that way, yes, it has to come from the young person himself as well. 
(Co-ordinator) 
It also suggests that staff members are aware of the incremental progress and development that children 
make, including times when children may regress and have difficulties. 
Boundaries and behaviour: 
Part of the process of learning social skills involved learning about boundaries and acceptable behaviours.  
>ŝŬĞ ‘ŚŽůĚŝŶŐonƚŽĂŶǆŝĞƚǇ ?, staff emphasised this aspect of their work to a much lesser extent than other 
approaches. Staff members indicated however, that they would not tolerate or accept certain behaviours, 
whilst other boundaries were about learning appropriate levels of, for example, personal space, or touch: 
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ǯd things like that which is good. So we 
can kind of channel towards mainstream school or you know even a job long term and 
that kind of thing. (Co-worker) 
Despite workers saying little about approaches to dealing with boundaries and challenging behaviours, staff 
described many examples of success, including reductions in challenging behaviours. This suggests that 
staff have effective approaches to addressing behavioural and boundary issues.  
Workshops and activities: 
The ^ƚŶĚƌĞǁ ?ƐProject aims to promote social learning and personal development through tasks, 
workshops and other activities. This included not only formal activities such as crafts or lessons but also 
informal learning through mealtimes and leisure time ǁŝƚŚŝŶƚŚĞ^ƚŶĚƌĞǁ ?ƐŚŽƵƐes.  
Activities have various purposes: to be enjoyable, to encourage a sense of responsibility and independence, 
and to develop skills. Activities might include baking and household tasks such as clearing tables; equally, 
they may include play or other therapies or craft activities including pottery, metalwork, and woodwork. 
Project staff members do not require children to follow strict timetables or address to academic pressures 
that frequently cause them anxiety. They explain that children, learn social skills and establish relationships 
with staff and other children whilst spending time with others in a relaxed environment, and that this is 
particularly important for those on the therapeutic programme. For young people on the transitions 
programme, workers explain that the focus could be less therapeutic or less based around social-skills; 
instead, the focus of the work would be on broadening ǇŽƵŶŐƉĞŽƉůĞ ?Ɛ skills and experiences. This might 
include trying new things; equally, it could include building a sense of stability: 
All of them are working in a workshop or different workshops to see what they might 
like further on in their life and also just to have a bit of a taste of working, and how it is 
to be in the same environment for a longer period of time, a new kind of work or [to] 
produce something for others. (Co-worker)   
In this way, participants felt that children have a positive set of experiences, developing a sense of 
belonging and building up a store of enjoyable memories and learning that they can draw on in future 
situations. No single approach ǁĂƐƌĞƐƉŽŶƐŝďůĞĨŽƌĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ, but: 
ǥǯenvironment that would 
enable children and young people to develop and allow them to Ǯbeǯ. (Co-ordinator).   
3.d) Working with families, schools, colleges and other organisations 
ůĂƌŐĞƉĂƌƚŽĨƚŚĞǁŽƌŬŽƵƚůŝŶĞĚďǇ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨŝŶǀŽůǀĞĚǁorking with families and external partners; 
they described an array of processes they used with families, schools and other organisations. Most 
examples provided were for children and young people on the therapeutic programme and focused on 
facilitating change in these environments.  
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Staff suggested that work with families involved listening to parents, and understanding the family, school 
and other situĂƚŝŽŶƐĨƌŽŵƉĂƌĞŶƚƐ ?ƉĞƌƐƉĞĐƚŝǀĞƐ ?^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨŽĨĨĞƌĞĚƉĂƌĞŶƚƐŝŶƐŝŐŚƚƐŝŶƚŽƚŚĞse 
situations and helped them to come up with strategies to improve circumstances at home, school or in the 
wider community. This support sometimes continued informally after children and young people had left 
the project, although staff pointed out that not many children had moved on from the project at that point 
in time:    
Actually still yesterday I wrote the parents two emails to see how things were doing so I 
do [keep in touch]ǡǡǯ
their situation. With these two, I could imagine that they need a bit of, now and then just 
checking in, so to say. Wǯ
ǯ. ǯǡ
now and then do that. (Co-ordinator) 
Staff felt that parents appreciated the continuity of support and the guidance provided over a longer time, 
which was something that parents had typically not experienced with other service providers: 
One of the things I think which parents say to us, what they value about the approach 
ǡǡǯ
sort of helicopter in, parachute in for a couple of times to tell people what they should be 
doing and disappear again. But they really value the fact that we [are] really there, kind 
ǡǯ
ǯ offer that. (Co-
ordinator) 
In their work with schools, co-ordinators told us that large schools could find it difficult to adapt to meet 
ĐŚŝůĚƌĞŶ ?ƐŶĞĞĚƐ ?ƐŽƚŚĞǇǁŽƌŬĞĚǁŝƚŚƐĐŚŽŽůƐƚŽŝŶƚƌŽĚƵĐĞĐŚĂŶŐĞ gradually over time. Staff highlighted 
that part of this work could involve changing parents and professionals ? attitudes about whether re-
integration of the child into their mainstream school would work:      
As the child is still, for example, going one day at least to school and is at home, and you 
do need to have these meetings and this contact. You need to build this up so that when 
the child or young person is ready to move, to have all settings prepared for them. 
Sometimes itǯǡǯǡǮh my God we are being asked 
to re-integrate a child, ǯǯ. (Co-ordinator) 
Another area that staff told us they focused on was encouraging professionals to agree appropriate 
priorities for the child or young person: 
We need to hold in balance the different kind Ǥǯ
Ǯǡǡ
ǯ
anxious and highly stressed at the moment. The challenge really is to help people to see, 
what really are the priorities in the situation and trying to work together with the child 
ǯǤȋ-ordinator) 
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Co-ordinators reported that they had been welcomed into schools and other settings, and that they felt 
families, schools, and social workers appreciated the support provided by the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ: 
Wǯǡǯ, resistance tǯǡ
ǯǤ (Co-ordinator) 
3.e) Children ĂŶĚǇŽƵŶŐƉĞŽƉůĞ ?ƐĂĐŚŝĞǀĞŵĞŶƚƐĂŶĚsuccesses 
One of the aims of the evaluation was to capture and describe the achievements of children and young 
people using the project. In this section, ǁĞůŽŽŬĂƚĐŚŝůĚƌĞŶ ?ƐĂĐŚŝĞǀĞŵĞŶƚƐĨƌŽŵƚŚĞƉĞƌƐƉective of St 
ŶĚƌĞǁ ?ƐƐƚĂĨĨ ?ůĂƚĞƌ in the report explore views of success from other stakeholders ? perspectives (parents 
and local authorities) ĂŶĚĨƌŽŵĐŚŝůĚƌĞŶ ?s profiles. Staff outlined many examples of children and young 
ƉĞŽƉůĞ ?ƐĚĞǀĞůŽƉŵĞŶƚand achievement during the time that children ƐƉĞŶƚĂƚƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ ? It 
was however emphasised that progress and development was not attributable only to the support of the 
project but also to the child, families, schools, colleges, and other organisations and professionals working 
with the child:  
Wǯthe successes just to us. I 
thinǯ. (Co-ordinator) 
It was evident from staff descriptions that many of the ĐŚŝůĚƌĞŶ ?ƐĂĐŚŝĞǀĞŵĞŶƚƐǁĞƌĞŝŶĐƌĞŵĞŶƚĂů, 
developmental steps that children made as they worked towards the goals of feeling good and at ease with 
themselves, and being able to integrate into mainstream schools, colleges and communities. Staff expected 
the achievement of these ultimate goals to take many months or longer. 
Among the most notable examples of success that were spoken of were ĐŚŝůĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞƐ ?
motivation to engage, improved behaviour and sense of belonging and integration with mainstream 
schools and communities. The examples, outlined below, mainly come from the therapeutic and transitions 
programme, with one example from the respite programme. Where theƌĞǁĞƌĞĞǆĂŵƉůĞƐŽĨ ‘ĨƵůů ?
integration into communities, these were for young people on the transitions programme, as at the time of 
the research, no children on the therapeutic programme had fully integrated back into their mainstream 
schools. 
Motivation to engage: 
Staff suggested that one cornerstone of development was for children to become motivated to engage in 
activities, learning or social situations. This achievement showed children were beginning to take part in 
opportunities and develop an interest in the world around them. Staff used a range of methods and choices 
to encourage children to broaden their interests; this included allowing them to choose their own 
timetable:    
The girl I work with, she still goes to [mainstream] school two days a week and three 
days a week shǯǤǯa workshop which she really, really likes. It 
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was a bit chaotic for her between school and skipping lessons in school and not really 
attending and not really finding it important. Bǯ
come and at the beginning she just had baking lessons and crafts which she really likes 
and then we showed her all the workshops that we had and she could arrange her own 
timetable which was very helpful for her because then she had a bit more motivation to 
come and to really do things. (Co-worker) 
For other children, the multicultural nature of ^ƚŶĚƌĞǁ ?Ɛ peaked their interest and encouraged them to 
engage with staff, to get involved in cooking and learning about other cultures: 
ǯs amazing to learn, my kid is always asking people now, where are you from, and 
before he would never ask, before it was always to staff, Are you English? And now, ǯs, 
Are you [nationality]? And, ǯdifferent words, how do I say hello in this 
language, how do I say hello in this language, or about food or cultures, so itǯ. 
TǯǤȋ-worker) 
Sense of purpose: 
For some children developing a sense of purpose was critical. The example below shows how one young 
person came to value the tasks he was doing because he felt they were important, and valued by others:  
Ǥǯ
wants to come two hours every morning and goes back every afternoon to home by bus, 
independentlyǡǤǯ
motivates him. (Co-worker) 
Belonging: 
Workers provided numerous examples of children and young people who had come to feel like they 
belonged at Camphill. ^ƚĂĨĨĨĞůƚƚŚĂƚ ‘ďelonging ?ǁĂƐa particularly positive outcome because many of the 
children and young people came from circumstances where breakdowns in relationships were common. A 
feeling of stability, security, safety, and belonging was something children had not experienced in their 
homes, schools, or communities. Some children were able to develop this sense of belonging in a relatively 
short space of time; others took longer: 
ǡǯne day and he says, aw 
ǡǯǡǤǡ
everyone says hi to him when he comes in, always happy to see him in the morning. This 
is really new to me and I think that the nurture side to it [the project] is fantastic. (Co-
worker) 
TŚĞůĂŶŐƵĂŐĞƵƐĞĚƚŽĚĞƐĐƌŝďĞ^ƚŶĚƌĞǁ ?ƐĂŶĚĂŵƉŚŝůůĂƐ ‘ŚŽŵĞ ?possibly helped children to feel part of 
the community and that they belonged:   
Yes, I think that they really feel like they belong in a way to Camphill. They know that 
their parents and their home is maybe somewhere else, somewhere in Scotland but they 
have kind of two homes and they say they go home to wherever but then they also come 
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to Camphill. For example, if we go to Newton Dee and have a snack then, then we say ok 
ǯǡǯǡ
go to St Andrews. (Co-worker) 
Again, the multiĐƵůƚƵƌĂůŶĂƚƵƌĞĂŶĚƉƌĂĐƚŝĐĞƐŽĨĂŵƉŚŝůůĂŶĚ^ƚŶĚƌĞǁ ?ƐŵĂǇĂůƐŽplay an important role 
for some children, being in an environment that is quite different to what a typical Scottish household 
might look like: 
I also had a conversation with one of the students who is able to speak and said that in 
ǯǮCamphill,ǯ that heǯǡ
said, that, for example, he takes over some of the habits that are, for example, very 
specific for Germans. The Germans always just make nice salad and he learned in 
ǯǡǯ
ǯǤȋ-worker) 
Improved behaviour: 
It was common for staff to report reductions in the frequency of challenging behaviour displayed by 
children on the therapeutic programme, both in Camphill and at home. The description below highlights 
that the pace of change and development for children and young people may differ across the home, 
school or other environments:   
ȏȐǡǯ
Ǥǯǯ
ǯǤǯǯ
ǯǡǯǤǯe any 
aggression or any of that kind of side of ǡǯ
but we can say no to him here without being challenged the same. (Co-worker) 
Reduced anxiety and feeling safe: 
Children and young people often experienced high levels of anxiety; staff suggested that this reduced as 
children and young people continued to attend the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ:  
First, he was doing really many workshops and was really busy and then slowly they 
ǯ ǯ. We 
could really feel this difference because suddenly he came here to release all his 
anxieties and all this pressure that he was on and he could feel quite safe and fine that 
he can do it to a certain extent here and its ok with people, people still accept him and 
he can still manage well in school. (Co-worker) 
Akin to developing a sense of belonging, it seems reductions in anxiety connect to a sense of security and 
safety. For example, the co-worker above described hŽǁĂǇŽƵŶŐƉĞƌƐŽŶŚĂĚĨĞůƚ ‘ƋƵŝƚĞƐĂĨĞĂŶĚĨŝŶĞ ?ƚŽ
 ‘ƌĞůĞĂƐĞĂůůŚŝƐĂŶǆŝĞƚŝĞƐĂŶĚĂůůƚŚŝƐƉƌĞƐƐƵƌĞ ? ?This and other evidence suggests that young people have 
ůĞĂƌŶƚƚŽƚƌƵƐƚ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨ and feel safe to talk about the issues they are facing. 
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Cascading of outcomes: 
One of the views of child development raised earlier was that once children were secure and felt good 
about themselves, various outcomes would follow. Although staff suggested that it might be difficult to 
predict what these outcomes might be. Numerous descriptions provided by staff offer some evidence for 
this  ‘cascading ? of outcomes. The following example highlights multiple outcome areas for a child, 
illustrating how ĐŚŝůĚƌĞŶ ?ƐĞŶŐĂŐĞŵĞŶƚŝŶŚŽƵƐĞŚŽůĚĂŶĚǁŽƌŬƐŚŽƉĂĐƚŝǀŝƚŝĞs helped the child to learn 
about responsibilities, respect, social skills and rules, using equipment safely, and feeling valued: 
ǡǯ
living here. Everyone has one [job] whether they come for the day or they live overnight, 
everyone has something to do like setting the table or taking in the milk, everyone really 
does have responsibility to help us all as a family, kind of work. I think for the 
workshops, they learn skills, well for my younger boys, I think for one particularly, he 
ǡǯ
ǡǯǡ, ǯǡ
rules, how to Ǥǯ
learning how to respect people that are maybe a bit older than him, and that kind of 
thing that you need to have to go through life, to be able to listen to people and learn 
and folloǤǯǡǯ
ǯǡ-esteem that it gives him to feel good 
Ǥǯǡǡǯ
mugsǡǡǤǯ
anything ever from [mainstream] school, and for him to be going home with wooden 
ǯ
negative or out to boss him around or to make him learn. (Co-worker) 
Integrating with the mainstream: 
Integrating within mainstream environments was a different process for those on the therapeutic and 
transitions programmes. Children on the therapeutic programme generally had negative experiences within 
their mainstream schools and communities which they needed support to overcome. Those on the 
transitions programme were more likely to benefit from support to increase independence to attend 
college or find accommodation, and were not as likely to have had negative experiences and breakdowns 
within their communities.  
There was evidence of children and young people on the therapeutic programme beginning to integrate 
with their mainstream schools or communities of their own volition, for example, through asking to attend 
particular lessons, after school clubs or evening activities. In the excerpt below one young person had 
become motivated to engage in mainstream school, and felt confident and able to cope in an environment 
about which he initially held negative views:  
Another success was that he, we talked about school and he said the project was help for 
him to go to school and he talked about it really negatively and it seemed like he would 
never go back to school on his own. After a couple of weeks he told his mum that he 
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ǡǯ
but it came from himself that he felt safe and confident enough to go back to a place 
where he actuǡǯǤǯ
normal lessons but to go back to this old place, and no one kind of pushed him to go 
there or to do that, it just came from himself and that was a big success I realised. (Co-
worker)   
Co-ordinators spoke of young people on the transitions programme learning to become independent and 
attending college on their own after a period of support from project staff who initially accompanied them 
to college and provided emotional support around managing relationships and the college environment:  
Iǯǡ[young 
person] has an attendance of 98+% which is unusual. [Young person] takes 
responsibility for [their] actions and ȏǯȐ the best in [the] class and is a really 
integral part of that social setting and [young person] feels proud, we feel proud so 
great, great success. I meant tangible success and tangible outcome, not only the 
process outcome. (Co-ordinator) 
Co-ordinators explained that initial levels of support provided to young people to help them achieve and 
progress could vary in intensity but the different types of success and progress that young people on the 
transitions programme had made included: 
o The development of a goal to attend college 
o Young people learning to travel independently 
o Becoming part of a group (belonging to the college / class community) 
o Developing skills to function within the college (and other) environments 
o Taking responsibility for their own actions (locus of control) 
o Improved attendance at college 
 ?Rucksack ?ŽĨskills: 
The ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ aimed to help children build up a bank of experiences, skills, and feelings to take 
with them to help them in the future. It was felt that this would help them be resilient and adaptable in the 
future. However, staff recognised that given the small numbers of children and young people who had left 
the project, and the relatively short timescale since the start of the project, it is not yet possible to be 
certain of the long-term impact of the project:  
I think the one thing that we cannot take away from any of them is the experiences they 
have, the positive experiences they have whilst going through the programme, and that 
sense of belonging that they have is not going to be forgotten.  However I think it stays 
there I think for whenever, you can always go back to those memories, you can always 
go back to that how did I do it before. Tǯǡ
something there that doǯǤ (Co-ordinator) 
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3.f) Challenges to working with children and young people 
Co-ordinators noted that children and young people did not always make consistent, linear progress, they 
attributed this to many different factors. Children could have experiences that caused them to revert to 
higher levels of anxiety. These experiences could include external factors or things connected to the 
project. For example, one yoƵŶŐƉĞƌƐŽŶ ?ƐƉƌŽŐƌĞƐƐĨĂůƚĞƌĞĚǁŚĞŶƚŚĞǇĨŽƵŶĚŽƵƚŝŶĂŶƵŶƉůĂŶŶed fashion 
that they were going to move on from the St Andrew ?ƐWƌŽũĞĐƚ. Prior to this, the young person had been 
doing very well, had made progress with reduced challenging behaviour, and was developing a sense of 
achievement: 
[The young person] had reduced [their] challenging behaviour tremendously, sense of 
belonging, sense of achievement, sense of independence; all were high, very, very high. 
(Co-ordinator) 
Despite this set back, the co-ordinators all agreed that the young person would be able to overcome this 
crisis and continue to make progress again. 
On one occasion, some staff felt progress with a particular child was slow and it was difficult to see whether 
what they were doing was having an impact. Discussions with more senior members of staff helped co-
workers to understand that the work could take a long time and it was important to continue in a positive 
fashion. Sometime later, the young person had begun to make progress: 
Well actually, ǡǯeady a 
big achievement with him. Fǡǯ
and now he eats with us, at a huge table with so many people who actually he has not 
known before and so yea, so you can see these little things that they are actually already 
achieving. (Co-worker) 
Other challenges to working with children included the group dynamic and managing the age ranges and 
stages of development of children and young people in the houses, for example, having a nine-year-old and 
22-year-old in the house together. Issues could arise  ‘depending on the mood of students ?ĂŶĚƐƚĂĨĨŚĂĚƚŽ
figure out what was causing negative moods to try to help children:  
We just had a situatiǯ
ǯ. Especially if they are day 
ǯy 
at home and family and all these different influences that are part of their life and figure 
ǯ
issues like homework, or what ǡǯ
sometimes really difficult. (Co-worker) 
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3.g) Organisational success and future developments 
Reflecting back over the five years that the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ had been in operation, staff identified 
several dimensions that ƚŚĞǇĨĞůƚǁĞƌĞŝŶĚŝĐĂƚŽƌƐŽĨƚŚĞƉƌŽũĞĐƚ ?ƐƐƵĐĐĞƐƐ:  
Growth of project: 
Staff saw the growth of the project from one child to 23 as a marker of success and an indicator of demand. 
They thought this true, particularly given that the project had grown from one to two houses, both of which 
were full to capacity. For the first time the staff saw that there was a small number of applications and a 
waiting list for the service. They attributed this success in part to word of mouth, but significantly to the 
local authorities ? support and valuing of the service provided.  
Continuity of relationships post-St Andrews: 
Staff also suggested that another measure of success was that children had continued links with the St 
ŶĚƌĞǁ ?ƐWƌŽũĞĐƚ and staff. This could be contact by letter or email or coming back to visit staff. IN some 
cases children and young people continued to keep in touch with each other after moving on from the 
project. Staff felt that this was a success because children had developed relationships and positive 
experiences that encouraged them to maintain a number of stable and meaningful relationships. 
Respite support: 
Project staff also acknowledged that being able to give respite support to Camphill students was beneficial 
for staff across the school. This provided staff with a break from their duties and additionally facilitated 
good communication across the campus. 
Future developments: 
At the time of the research, co-ordinators and co-workers at the project were not sure what the future 
direction of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ would be. ^ƚŶĚƌĞǁ ?ƐWroject staff highlighted issues they thought 
important to address; we list these in the box below: 
Box 1. Staff thoughts on developing ƚŚĞ^ƚŶĚƌĞǁ ?Ɛapproach 
For the delivery of programmes the following issues were identified by staff:  
x Staff shortages and how these can be resolved without increasing the burden on existing staff 
x Physical space (accommodation) shortage as the project has grown 
x Processes to deal with new applications and waiting list 
x Processes to take on new children and young people must take into account any potential need for pre-
existing children and young people to receive continued support, for example, in the event of a 
breakdown post-St Andrews 
x Improved communication with parents 
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x Ensuring staff receive proper rest and recuperation, ǁŚŝĐŚĐĂŶďĞĚŝĨĨŝĐƵůƚŝŶ^ƚŶĚƌĞǁ ?ƐŚŽƵƐĞƐ(where 
staff live) because children doŶ ?ƚalways understand that a member of staff is having a day off 
x Ensuring sufficient information and time is allocated to staff updates about children and young people, 
especially over the weekend and following staff days off, when children and staff have been away  
x Supporting the Camphill-wide staff group to acclimatise to the development of a new way of working 
and service provision  
x Better preparation and usage of holiday respite, perhaps assigning it as a staff responsibility  
x Maintaining the quality of work with children and young people whilst meeting demand for the service 
 
Staff suggested that partnership working should be further developed these two areas: 
 
x Improved communication systems for working with social work and other professionals, for example, 
to carry out mental health and other assessments at appropriate times 
x Continuing to work with professionals to overcome challenges around agreeing priorities for children 
and young people 
 
4) Findings Two: Profile of children and young people using 
the project 
^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨĐŽůůĂƚĞĚ ? ?anonymous case audits of ĐŚŝůĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞƵƐŝŶŐƚŚĞ^ƚŶĚƌĞǁ ?Ɛ
Project for the research team to analyse. Of these children and young people, eight were involved with the 
therapeutic programme and 10 with the transitions programme. 
In this profile, we provide aggregated information about the characteristics and backgrounds of these 18 
children and young people. Table 1 provides a summary of age and length of time at the project, as well as 
some of the issues that children and families were facing in each of the different programmes. We also 
describe some of the general background characteristics of children and young people using the different 
programmes, and some of the outcomes achieved by children and young people.  
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Table 1: Children and young person's profile 
 Therapeutic Programme (n=8) Transitions Programme (n=10) 
Age (years) 8-16 years (6 of whom were over 12) 17-22 years (5 of whom were aged 19) 
Gender 1 female, 7 male 3 female, 7 male 
Social, Emotional, 
Behavioural or 
Developmental 
(SEBD) Needs 
All children and young people were 
identified as having SEBD needs 
All young people were identified as having 
SEBD needs 
Other 
characteristics 
and context 
Five children and young people had 
learning disabilities, five were known to 
have poor school attendance and one 
young person had some involvement 
with the criminal justice system 
All of the young people had learning 
disabilities, two had physical disabilities, 
one young person had a long-term physical, 
or mental illness and one young person 
identified themselves as lesbian, gay, 
bisexual or transgender. 
Family 
 
Family circumstances varied. A small 
number of children and young people 
lived with both birth parents, others 
lived with their mother and her partner, 
and a small number of children lived 
with their mother. Most children who 
ĚŝĚŶ ?ƚůŝǀĞǁŝƚŚƚŚĞŝƌĨĂƚŚĞƌŚĂĚƌĞŐƵůĂƌ
contact. The majority of children had 
siblings, who they either lived with or 
saw on a regular basis.  
Some young people lived at the project as 
weekly boarders and a smaller proportion 
attended daily. Young people who boarded 
received regular visits from family and/or 
regular visits to their family home. In the 
family home, most young people were 
living with both birth parents. A small 
number of young people lived with their 
father and partner, or with their mother 
and siblings. Most of the young people had 
siblings whom they either lived with or saw 
on a regular basis.  
Length of time at 
project 
At the time of the research, two children 
and young people had been supported 
by the project for less than a year, four 
had been supported for around 1 year (1 
year to 1 year 4 months), and two had 
been supported for two years or more 
(up to two years and four months) 
At the time of the research, one young 
person had been supported by the project 
for less than a year, six young people had 
been supported for around 1 year and 4 
months, and two young people had been 
supported for two years or more (up to two 
years and four months)  
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4.a) Background of children and young people using the therapeutic 
programme 
In each of the case audits for children and young people on the therapeutic programme, ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨ
gave an account of families ? experiences prior to the involvement of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ. They 
described highly intense, aggressive, and conflictive situations within schools or families. The audits 
indicated that referring professionals generally viewed children as aggressive (verbally and/or physically), 
defiant, refusing to engage and resisting support, they saw children as problematic, unmanageable, and 
uncooperative. In some instances, a perceived explanation or cause for ƚŚĞĐŚŝůĚ ?ƐƉƌŽďůĞŵƐ was identified: 
this could be the parents, school or the child, depending on the perspectives of different professionals 
involved and/or parents.  
Because of all these problems, many children had experienced exclusion by their school, sometimes at a 
very young age, and many refused to attend school or only attended sporadically. Children often had 
disrupted eating and sleeping patterns and limited social interaction in their neighbourhoods. In some 
extreme cases, children stopped venturing outside altogether. The audits showed that children and young 
people were described variously as confused, viewing themselves as bad, having a restricted sense of 
belonging, low sense of responsibility, low sense of well-being, feeling unsafe and needing to protect 
themselves or being isolated from their school and communities.  
The audits showed that parents felt these measures did not go far enough and that professionals did not 
properly understand the needs of their child, often in connection with a lack of understanding about 
ƐƉĞƌŐĞƌ ?ƐƐǇŶĚƌŽŵĞ ?ĂƵƚŝsm, ADHD or learning disabilities or difficulties. The audits suggested that some 
families felt excluded from complex, professional proceedings, misunderstood, and that their views, and 
the views of their children, were not valued.  
The audits showed that in some cases, schools had offered help, but having tried a number of strategies 
that had not worked, did not know where to turn or what to try next. ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨƚŚŽƵŐŚƚƚŚĂƚƚhe 
strategies that schools and professionals had introduced attempted short-term behavioural fixes, rather 
than a long-term relational approach; they suggested this was the main reason that these strategies had 
not worked. Many of the case audits, indicated that prior to involvement with St Andrews there was a 
sense of helplessness and parents and professionals were at a loss for ideas about how they could support 
their child or young person.  
4.b) Progress, success and continuing development: therapeutic 
programme 
The case audits described examples of the approaches used by the project with each child and young 
person. We have already outlined these in Section 3 and do not repeat them here. Case audits also 
contained individual-level information about children ?ƐƉƌŽŐƌĞƐƐand areas where challenges to 
development occurred. Positive changes included; ĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉing abilities to make friends, enjoying 
the company of others, engaging voluntarily in activities, and asking to engage in new and different 
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activities such as archery or ice-skating. The audits show that many children and young people experienced 
a sustained sense of enjoyment, in many cases they report that was the first time in years that children had 
had these positive experiences. Further achievements included attending Camphill regularly, being on time, 
reading signposts at Camphill and improved sleeping patterns for many of the children.  
We note that children were proud of what they had achieved; they had developed goals and a more 
positive view of the future that they wanted to participate in, several were asking for formal education 
opportunities. There were examples of children achieving English and Maths awards, and developing a 
positive outlook towards future education, for example, hoping to go to college or university, take on an 
apprenticeship and/or stay on to work at Murtle Farm at Camphill. These shifts and developments are 
significant for children and families who had previously been living in the moment, unable to think about 
their future because of the many challenges they were facing. 
Some had opportunities for further development, for example, young people taking steps towards 
ŝŶĚĞƉĞŶĚĞŶĐĞŵĂŶĂŐŝŶŐ ‘ǁŽƌŬĞǆƉĞƌŝĞŶĐĞ1 ?on their own, including their own travel arrangements. 
The audits revealed many examples of behavioural improvement, with reductions in physically and verbally 
aggressive behaviour including less nipping, reduced destruction of property and reduced swearing and 
rudeness. Other children had become less competitive in their interactions and had developed better self-
control when events or situations annoyed them. Some young people had learned to express their negative 
feelings verbally rather than in a physically damaging or aggressive manner. Others learned to identify 
when they were likely to become agitated and remove themselves from the situation. 
For one young person, progress was slow and difficult. Parents had made a huge effort and the young 
person had accomplished small but significant steps. These included indications that they understood 
others, a better relationship with siblings, and being able to back down from confrontations. The young 
person was also more engaged in conversations and had begun to speak confidently. This young person still 
found it difficult to make decisions and, at the time of the research, they were not yet ready to integrate 
with school. 
The audits revealed that many of the children were trying hard to overcome the challenges they faced; 
their own efforts contributed significantly to their success. Many children and young people were 
beginning to reflect on their own behaviour and develop important insights. One young person, for 
example, was able to have conversations about their behaviour and now recognised that they struggled 
with the pressure of group situations. It was also a time when some children and young people began to 
acknowledge and come to terms with diagnoses they had been given. They were beginning to assess how 
this might fit with their identity. 
                                                          
1 Work experience offered for one or two weeks within the mainstream school curriculum 
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Positive developments were interspersed with ongoing challenges that children, young people and families 
faced. Workers only identified or understood some of these challenges as they became more familiar with 
the child or as the child became more willing to share their thoughts and feelings. Ongoing challenges for 
some children and young people were around developing a sense of responsibility for their own actions 
and learning. Low self-esteem, self-worth, and low confidence continued to be problematic for some, and 
staff described other children as continuing to become easily confused and highly anxious. Developing 
appropriate ways to behave towards friends, peers, and potential romantic partners was another area 
where children and young people, continued to face challenges and where they needed to build up skills. 
4.c) Background of young people using the transitions programme 
A number of the young people involved in the transitions programme had previously been students at 
Camphill School, whilst other young people were transitioning from other schools or placements. The 
transitions programme shifts the focus from an educational context towards the development of life skills, 
social skills, and independence to support the young person in their transition from education into adult 
support, placements, work experience, and / or college.  
The case audits indicated that young people on the transitions programme were usually friendly and 
engaging; however, they often experienced high levels of anxiety and stress, particularly in relation to 
change. In addition, the audits suggested that this group of young people had difficulties regulating their 
emotions resulting in a variety of challenging behaviours and vulnerabilities. Other issues identified 
included difficulty around understanding relationships, time, or events or, low motivation to engage in 
education or other activities. Workers therefore suggested that an individualised response was required 
focusing on developing independence, self-confidence, and appropriate social behaviours, and providing 
reassurances about safety and security within different contexts. Work with young people included diet 
plans, encouraging independent travel, provision of work placements, finding appropriate accommodation 
and placements, and helping young people deal with issues which disturb them in the environment. The 
ƉƌŽũĞĐƚ ?ƐĂpproaches to development took into account individual needs, and any learning and physical 
disabilities that young people may have.  
4.d) Progress, success, and continuing development: transitions 
programme 
Young people had made a wide range of social and emotional developments. Many were able to develop 
and maintain strong relationships with workers and peers and enjoyed weekly one-to-one conversations 
with staff. The audits indicated that being in an environment where peers and adults understood young 
people was beneficial and facilitated a sense of belonging. Some young people exhibited increased self-
esteem and self-worth, by making contributions to the Camphill community. The audits showed that some 
young people were keen to learn and happy and that that some had made significant progress by adjusting 
well to the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ. Enjoyment of activities was also important and helped young people to 
develop a sense of purpose.  
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The ability to do things independently was valued and the audits provided evidence of many young people 
developing necessary skills. This included attending college independently, or travelling to Camphill 
independently, sometimes on complicated routes. Workers encouraged young people to join in with daily 
life and activities at St AŶĚƌĞǁ ?Ɛ ?ĨŽƌĞǆĂŵƉůĞ ?daily tasks such as cleaning, tidying, laundry, making 
sandwiches for college, budgeting, washing fruit and laying tables. Young people need varying levels of 
physical support and encouragement to engage in some of these activities, but in some cases the amount 
of support young people initially required had reduced. 
The project staff spent time finding and developing communication systems that work for young people, 
this was important in helping them become independent and able to voice their thoughts and feelings. 
Approaches included non-verbal approaches such as emotions cards, or other symbols. Approaches also 
included understanding the best way to communicate verbally with a particular young person, for example, 
using short, direct sentences or questions. 
Audits showed that improvements in sleeping patterns were common, and for one young person this 
eventually meant there was no longer a requirement for a member of staff to remain awake overnight. 
Becoming independent by staying away from the family home overnight was a big achievement for one 
young person. Some young people made notable progress by beginning to take responsibility for improved 
levels of hygiene.  
The audits suggested that like those in the therapeutic programme, young people in the transitions 
programme were increasingly able to reflect on their own actions and intentions. This included the ability 
to let staff know what they needed to do to de-stress. For example, several young people used a 
communication card or other system to let staff know that they would like to go to their room to relax or 
remove themselves from a stressful situation. Some young people developed the ability to make choices 
and good decisions for themselves, during craft and daily living activities. Other young people were better 
able to reflecting on behaviour, allowing them to behave less impulsively and manage situations. 
Importantly, the audits showed that some young people became increasingly empathic and developed a 
genuine understanding ŽĨŽƚŚĞƌƉĞŽƉůĞ ?ƐĚŝĨĨŝĐƵůƚŝĞƐ ? 
Details in the audits suggested that young people on the transitions programme, often benefited from a 
structured day as a safe and predictable environment helped them to deal with anxiety. The project 
developed timetables and structures carefully to suit individual young people. 
Audits showed that challenges varied for young people on the transitions programme, these included 
understanding appropriate behaviour in different contexts, for example, understanding when it is 
appropriate to ask for money. For other young people, it was about understanding appropriate sexual 
behaviour. Challenges also persisted in areas where young people had made progress, but where further 
progress would be beneficial, for example, some needed ongoing support to eat an appropriate diet or 
maintain a good level of hygiene. There were also challenges getting some young people to communicate 
their concerns to staff, to make good decisions about what they were doing, and to understand the needs 
of others. 
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Anxiety and worry were factors in many case audits and as a wider theme across the therapeutic and 
transitions programme. The audits showed that another ongoing concern was mĂŶĂŐŝŶŐǇŽƵŶŐƉĞŽƉůĞ ?Ɛ
anxiety about the future. Children and young people expressed varying degrees of anxiety how they would 
manage or coping in their environment, some worried about what would happen after the removal of St 
ŶĚƌĞǁ ?ƐWƌŽũĞĐƚ support.  
The audits also reveal a number of organisational, structural, and systemic challenges for these young 
people. These included difficulties finding appropriate accommodation as suitable placements were not 
always available; in these cases, St AŶĚƌĞǁ ?ƐƐƚĂĨĨcontinued to help search for other options. Equally, for 
one or two young people, staff had to deal with physically challenging and unpredictable behaviour. 
Although we have portrayed these issues as challenges, many could be viewed as appropriate and expected 
 ‘next steps ?. Some of these steps would be difficult or impossible for the young person without intense 
support to overcome the issue. 
5) Findings Three: Parents ? ĂŶĚǇŽƵŶŐƉĞŽƉůĞ ?ƐǀŝĞǁƐ 
5.a) WĂƌĞŶƚƐ ?ŐĞŶĞƌĂů views of the ^ƚŶĚƌĞǁ ?Ɛ Project 
ǯǡǯǯǡ
in our kind of situation are like, please someone has to be able to do something. This 
proǯȏ]. These people have done it for him you know without a 
doubt and helped us to be able to do [it] for him as well. (Parent) 
WƌŝŽƌƚŽƚŚĞŝƌŝŶǀŽůǀĞŵĞŶƚǁŝƚŚƚŚĞ^ƚŶĚƌĞǁ ?ƐƚŚerapeutic programme, all parents we spoke to described 
a range of approaches and strategies they and others had used to try and support their child, these has 
limited or no success. With overwhelming positivity, these families talked about the impact of the St 
ŶĚƌĞǁ ?ƐWƌŽũĞĐƚ on the wellbeing their child and their whole family. Several contributing features stood 
out as significant in creating positive changes in children and family life. As researchers, we could feel the 
relief and joy that parents experienced because their child could now take part in family and community 
life: 
She sits down and has meals with us at home now, because she sits down here and has meals, 
ƐŚĞ ?ƐũƵƐƚĂƚŽƚĂůůǇĚŝĨĨĞƌĞŶƚƉĞƌƐŽŶĨƌŽŵĂĐŽƵƉůĞŽĨǇĞĂƌƐĂŐŽ ? ?WĂƌĞŶƚ ? 
I can go to my parents now with [young person], [young person] was too high risk to be 
around so [young person] has never had a really good relationship with his Grandparents. 
(Parent) 
tĞĚŽŶ ?ƚŚĂǀĞǀŝŽůĞŶƚŽƵƚďƵƌƐƚƐĂŶǇŵŽƌĞ ?ŶĞǀĞƌ ?ŝƚƵƐĞĚƚŽďĞ ?ŝƚ ?ƐŐŽŶĞĨƌŽŵŵĂǇďĞŽne a 
day at home, and in a school setting extreme, to being none. You know we get verbal but 
nothing like the verbal we used to get. (Parent) 
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YŽƵ ?ǀĞŶŽŝĚĞĂ ?/ ?ǀĞŶŽƚŚĂĚŵǇƐŽŶĂƚƐĐŚŽŽůĞǀĞƌǇĚĂǇĨŽƌǇĞĂƌƐ ?,Ğ ?ƐŶĞǀĞƌƐƚĂǇĞĚĂǁŚŽůĞ
day at school, he was never allowed to. (Parent) 
WĂƌĞŶƚƐĚĞƐĐƌŝďĞĚƚŚĞŝƌĐŚŝůĚ ?Ɛnew ability to cope in situations that would have caused stress, and without 
any recourse to problematic physical or verbal behaviour, as a considerable relief. They linked being able to 
cope to a better sense of self, capacity to regulate emotions and development of strategies to overcome 
the issues that children and young people faced: 
[Young Person] can take a disagreement now you know, ŝĨƐŽŵĞŽŶĞĚŽĞƐŶ ?ƚĂŐƌĞĞǁŝƚŚŚŝŵ ?
he goes  ?well I thiŶŬǇŽƵ ?ƌĞǁƌŽŶŐďĞĐĂƵƐĞ ? ?ŚĞŚĂƐďĞĐŽŵĞǀĞƌǇǀŽĐĂůĂďŽƵƚŚŽǁŚĞĨĞĞůƐ
about things, rather than worried and tense. (Parent) 
>ŝŬĞƚǁŽƚŽƚŚƌĞĞǇĞĂƌƐĂŐŽŚĞǁŽƵůĚŶ ?ƚƚŚŝŶŬĐŽŶƐĞƋƵĞŶĐĞƐ, whereas now he sees 
consequences, he thinks about [things] quite a lot before he does his actions. (Parent) 
Another area of development that parents were highly pleased with was in ƚŚĞŝƌĐŚŝůĚ ?ƐďƌŽĂĚĞƌ social and 
emotional skills that helped children and young people to maintain relationships, both at Camphill and in 
the mainstream school or community. This difference was stark for some children and young people who 
had previously been isolated from peers or family:  
 ?ĞǀĞŶin quiet times [young person] has made friends now in the house, the fact he can make 
friends here was a ďŝŐƐƚĞƉĨŽƌŚŝŵďĞĐĂƵƐĞƐŝŶĐĞƚŚĞŶŚĞ ?ƐŵĂĚĞĂƌĞĂůůǇŐŽŽĚĨƌŝĞŶĚĂƚŚŽŵĞ
in our village. (Parent) 
 ?ŚĞǁĂŶƚĞĚƚŽŐŽƚŽƐĐŚŽŽůďĞĐĂƵƐĞŚĞŚĂƐĨƌŝĞŶĚƐŽƵƚŽƵƌǁĂǇŶŽǁďĞĐĂƵƐĞŚĞĐĂŶŬĞĞƉ
ĨƌŝĞŶĚƐ ?ǇŽƵŬŶŽǁŚĞ ?ƐŶŽƚĐŽŶƐƚĂŶƚůǇŬŝĐŬŝŶŐŽĨĨĂŶĚƚŚĞǇůŝŬĞƐŚŽƵůĚŶ ?ƚďĞĂƌŽƵŶĚŚŝŵǇŽƵ
know. (Parent) 
 ?ĨĞĞůŝŶŐďĞƚƚĞƌĂďŽƵƚŚŝŵƐĞůĨŚĞůƉĞĚŚŝŵƚŽĐŽƉĞďĞƚƚĞƌĂƚƐĐŚŽŽůĂŶĚƐŝŶĐĞƚŚĞŶŚĞǁĂƐĂďůĞ
to last in a class for an hour or so and maybe start mixing more and start speaking to other 
people. (Parent) 
He managed to miǆǁŝƚŚĂůůƚŚĞĚŝĨĨĞƌĞŶƚĐŚĂƌĂĐƚĞƌƐĞǀĞŶƚŚĞƉĞŽƉůĞƚŚĂƚĐŽƵůĚŶ ?ƚ
communicate through speaking. He got to know them and could communicate, he showed a 
lot of empathy towards other people as well. (Parent) 
All parents felt that the skills their children were learning in the project transferred to the family home:  
 ?ŝƚ ?ƐŐŽƚďĞƚƚĞƌŚĞƌĞ ?ďĞƚƚĞƌŚŽŵĞůŝĨĞďĞĐĂƵƐĞ/ ?ŵůĞĂƌŶŝŶŐ ?ďĞĐĂƵƐĞŚĞ ?ƐůĞĂƌŶŝŶŐŚŝŵƐĞůĨ ?ǇŽƵ
know? There are things that he never wanted to do, but he sees everybody else doing [it] so he 
thinks  ?Kh I should be doing that then ?, cause children do sort of learn off of each other, but 
obviously [being] away from school [before] ŚĞĚŝĚŶ ?ƚůĞĂƌŶ ? ?WĂƌĞŶƚ ? 
Two parents described how, for their children, being part of the Camphill community had resulted in 
greater awareness of others and their needs: 
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/ ?ůůĚƌŽƉŚŝŵŽĨĨǁŝƚŚŚŝƐƐĐŽŽƚĞƌĂŶĚǁŚĂƚĞǀĞƌ, ĂŶĚŚĞ ?ůůŐŽ ?Kh no, ĚŽŶ ?ƚƉƵƚƚŚĂƚƚŚĞƌĞ
because [young person] always walks down that ramp ? or  ?shh, so and so is still in bed ? and so 
ŚĞ ?ƐůĞĂƌŶŝŶŐƚŚĞƐĞƚŚŝŶŐƐǁŚĞƌĞďĞĨŽƌĞŚĞǁŽƵůĚ ?ŚĞǁŽƵůĚŶ ?ƚŚĂǀĞŐŝǀĞŶĂŶǇƚŚŽƵŐŚƚƚŽƚŚĞ
others and it was just [him]. (Parent) 
Parents also ĞǆƉůĂŝŶĞĚƚŚĂƚƚŚĞŝƌĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚǁĂƐĂwelcome step towards independence. This 
was particularly significant for one young person who was able to attend local youth clubs, had secured a 
summer job, and was looking forward to going to college after the summer:  
I mean [young person] goes out now, he gets the bus in [to town] with his friends and goes to 
[local] youth club, a year and a half, two years ago that would not have been happening! 
(Parent) 
In a discussion between one parent and child, it was apparent that the child felt more secure at the St 
ŶĚƌĞǁ ?ƐWƌŽũĞĐƚ than in the mainstream school and did not feel the need to contact their parent:  
/ƚŚŝŶŬŝƚ ?ƐŵĂĚĞĂŚƵŐĞĚŝĨĨĞƌĞŶĐĞ ?/ƚŚŝŶŬ[to child] ǇŽƵ ?ƌĞŵŽƌĞ ?/ƚŚŝŶŬǇŽƵ ?ƌĞŵŽƌĞĂďůĞƚŽ
ůŽŽŬĂĨƚĞƌǇŽƵƌƐĞůĨŶŽǁ ?zŽƵ ?ƌĞŶŽƚƋƵŝƚĞ ?ǁŚĞŶǇŽƵ ?ƌĞŚĞ ĞǇŽƵĚŽŶ ?ƚƉŚŽŶĞŵĞĂŚƵŶĚƌĞĚ
times a day. You always need to know ǁŚĞƌĞ/ĂŵǁŚĞŶŽƌŝĨǇŽƵ ?ƌĞĂƚƐĐŚŽŽů ?tĞĚŽŶ ?ƚĂƌŐƵĞ
so much and stuĨĨĚŽĞƐŶ ?ƚŐĞƚďƌŽŬĞŶ ? ?WĂƌĞŶƚ ? 
We spoke to one young person who split their time between the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ for the majority of the 
week and mainstream school for a smaller proportion of the week. This young person particularly enjoyed 
going to mainstream education to meet up with a network of friends. Given this, the young person was 
clear that they did not like having to come to the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ and that they did not feel that the 
project was benefiting them. 
dŚŝƐĐŽŶƚƌĂĚŝĐƚĞĚƚŚĞǀŝĞǁŚĞůĚďǇƚŚĞǇŽƵŶŐƉĞƌƐŽŶ ?ƐƉĂƌĞŶƚ ?ǁŚŽĨĞůƚƐƚƌŽŶŐůǇƚŚĂƚƚŚĞƉƌŽũĞĐƚŚĂĚŚĂĚĂŶ
ĞǆƚƌĞŵĞůǇƉŽƐŝƚŝǀĞŝŵƉĂĐƚŽŶƚŚĞŝƌĐŚŝůĚ ?ƐǁĞůůďĞŝŶŐ ?/ŵƉŽƌƚĂŶƚůǇƚŚĞƉĂƌĞŶƚŚŝŐŚůŝŐŚƚed that, although their 
child may communicate that they do not want to be at Camphill, their attendance at Camphill is greater 
than their attendance at the mainstream school:  
He very rarely goes to mainstream school on the days that ŚĞ ?Ɛ supposed to at the moment 
but he gets up every moƌŶŝŶŐƚŽĐŽŵĞŚĞƌĞ ?dŚĂƚĚĂǇŚĞ ?ƐŝŶƚŚĞƚĂǆŝĂŶĚĂǁĂǇ ?ŚĞŬŶŽǁƐ
what ŚĞ ?ƐĚŽŝŶŐ ?ƐŽ ? ?WĂƌĞŶƚ ? 
In addition, we found that the young person was engaging with many of the activities available at Camphill. 
They highlighted that they had learnt to bake and cook whilst there, and enjoyed talking to some members 
of staff at the project.  
The parent felt that tensions and difficulties were associaƚĞĚǁŝƚŚƚŚĞŝƌĐŚŝůĚ ?ƐĂŶǆŝĞƚǇ about attending 
mainstream school combined with an associated desire to see friends and socialise at school. Engagement 
in schoolwork at Camphill was challenging for the young person did not use the time allocated to do this. 
The young person explained that they did not like doing schoolwork because teachers did not mark it: 
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But it doĞƐŶ ?ƚŐĞƚŵĂƌŬĞĚ ?ƐŽ/ƐƚŽƉƉĞĚĚŽŝŶŐŝƚ ?ǇĞĂŚƚŚĞŶ/ĚŽŶ ?ƚŚĂǀĞĂŶǇƚŚŝŶŐ, but  ?cause I 
ŬŶŽǁŝƚĚŽĞƐŶ ?ƚŐĞƚŵĂƌŬĞĚ, /ũƵƐƚĚŽŶ ?ƚĚŽŝƚĂŶǇŵŽƌĞ. (Young person)  
There were also difficulties for this the young person completing work at mainstream school. The young 
person told us why he does not do any schoolwork whilst at school: 
Not sure, ǁĞůů/ĚŽŶ ?ƚƌĞĂůůǇŚĂǀĞŵƵĐŚĐůĂƐƐĞƐƚŽďĞŐŽŝŶŐƚŽ, so that is, sometimes they just 
put me in like a room and I have nothing to do, ƐŽ/ũƵƐƚƐŝƚƚŚĞƌĞ ?dŚĂƚ ?ƐǁŚĞŶ/ŐŽŚŽŵĞ ?
(Young person) 
Although increased integration into mainstream education was yet to commence for this young person, for 
two of the young people the process of reintegrating with mainstream education had begun. Given the 
objectives of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ, parents viewed these developments positively. One young person 
had himself instigated the decision to return to mainstream education by his own desire to go to school: 
He wants to be like everybody else, he ǁĂŶƚƐƚŽďĞŝŶƐĐŚŽŽůĂŶĚĚŽƚŚŝŶŐƐ ?ŝƚ ?ƐũƵƐƚƚŚĂƚŝƚ ?ƐŶŽƚ
necessarily that he will even cope with it properly yet but Friday afternoon, he really looks 
forward to that time when he goes to mainstream now. (Parent)  
Parents felt that re-integrating back into mainstream education should take place gradually and in a way 
that works for the child or young person. For example, one young person initially had support from a 
schoolteacher who came to Camphill, but this integration of education at Camphill only lasted a short while 
because the young person wanted to go to school. The parents were elated that their child was motivated 
to engage in work at school, and did not only want to attend to see friends: 
AnĚŚĞ ?ƐĚŽŝŶŐƚŚĞǁŽƌŬƚŚĂƚŚĞǁĂƐŐŽŝŶŐƚŽďĞĚŽŝŶŐǁŝƚŚĂƚƵƚŽƌĂƚƐĐŚŽŽůǇŽƵŬŶŽǁŚĞ ?Ɛ
doing a little bit of maths, a little bit of reading, a little bit of writing, so he is actually doing it 
ǁŚĞŶŚĞ ?ƐƚŚĞƌĞ ?tĞĚŝĚƚŚŝŶŬ, hmm he is probably just want to go to see his mates, you know, 
but. (Parent)  
These developments, for example, fewer outbursts, taking part in family and community activities, 
attending a class at school and making and keeping friends, may seem like small acts, but for the children 
and ĨĂŵŝůŝĞƐĞŶƌŽůůĞĚŽŶƚŚĞ^ƚŶĚƌĞǁ ?ƐƚŚĞƌĂƉĞƵƚŝĐƉƌŽŐƌĂŵŵĞƚŚĞƐĞ were momentous steps. The 
parents we spoke to felt the experience of working with the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ had been life changing; 
some could see a much brighter future for their children. Although for most children, parents felt more 
progress would be beneficial, they were overjoyed to have confident, happy, and energetic children:  
They really did help build his confidence with people and build himself up, really quite quickly 
and these are the changes after about two months (parent). 
 ?zŽƵŶŐƉĞƌƐŽŶ ?ŚĂƐŐŽƚƚŚĞŵŽƐƚĞŶĞƌŐǇ/ ?ǀĞĞǀĞƌƐĞĞŶ, ĂŶĚŚĞ ?ƐĂůǁĂǇƐǁĂŶƚŝŶŐƚŽďĞďƵƐǇ, so 
it quite suits him. (Parent) 
 ?ŚĞ ?ƐĨĂƌŵŽƌĞĐŽŵĨŽƌƚĂďůĞƚŚĂŶŚĞĞǀĞƌǁĂƐĂƚƐĐŚŽŽů ? ?WĂƌĞŶƚ ? 
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5.b) Parents ? awareness of ^ƚŶĚƌĞǁ ?Ɛaims and approaches 
Most parents were aware of the aims of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ for their child, telling us that the project 
focused on building the youŶŐƉĞƌƐŽŶ ?ƐĐŽŶĨŝĚĞŶĐĞ ? self-esteem and relationships so that they were better 
placed to cope with, and manage situations, and get along with others. Parents often mirrored the 
ůĂŶŐƵĂŐĞŽĨĂŵƉŚŝůů ?ƐƚĂƚŝŶŐƚŚĂƚƚŚĞĂŝŵǁĂƐƚŽŵĂŬĞƚŚĞŝƌĐŚŝůĚĨĞĞů ‘ĐŽŵĨŽƌƚĂďůĞǁŝƚŚƚŚĞŵƐĞůǀĞƐ ?ĂŶĚ 
ƚŽƵƐĞƚŚĞĐŚŝůĚ ?ƐƐƚƌĞŶŐƚŚƐto help development: 
It basically evaluates the child, tries to make the child feel comfortable in their own skin if you 
ůŝŬĞ ?ǁŚŝĐŚŝƐƐŽŵĞƚŚŝŶŐ ?ǇŽƵŶŐƉĞƌƐŽŶ ?ŝƐŶ ?ƚ ?:ƵƐƚƚŽƚƌǇĂŶĚƐĞƚƚůĞƚŚĞŵ ?ĞǀĂůƵĂƚĞƚŚĞŵƐŽ
that they can try and, not manipulate them as such, but to see what their strengths are, what 
their weaknesses are, where they can help them, where they can back off a little bit and help 
themselves. (Parent)   
Parents were aware of the ĂƉƉƌŽĂĐŚĞƐƵƐĞĚĂƚ^ƚŶĚƌĞǁ ?ƐƚŽachieve these aims, by allowing their child to 
go at their own pace with no stringent goals or timeframes within which activities needed to be 
undertaken. Parents were perhaps less aware of theories behind approaches and techniques that staff 
used:  
dŚĞǇĚŝĚŶ ?ƚƐƉĞĂŬƚŽƵƐƐŽŵƵĐŚĂďŽƵƚƚŚĞƉƌŽŐƌĂŵŵĞ ?/ŬŶŽǁƚŚĞǇďuilt up activities that he 
liked doing, and the workshops he liked going to, ĂŶĚ/ŬŶŽǁĂůŽƚŽĨƚŚĞƐŽĐŝĂůŝƐĂƚŝŽŶŚĞ ?Ɛ
done has been between the  ?^ƚŶĚƌĞǁ ?Ɛ ?houses. (Parent) 
5.c) WĂƌĞŶƚƐ ?ǀŝĞǁƐŽĨĐommunication and support 
The approach adopted by St Andrew ?s involves working closely with parents, supporting them, for example, 
through one-to-one meetings. Parents talked about the importance of having this space to share challenges 
and concerns, explore approaches, and consider what should be the next steps for their child:  
They alƐŽŚĞůƉŵĞƚŽĚĞĂůǁŝƚŚƚŚŝŶŐƐ ?s I said I have a meeting with [staff member] every 
week. She comes up with a different way of dealŝŶŐǁŝƚŚƐŽŵĞƚŚŝŶŐĂŶĚ/ ?ůůŐŽ ?/ ?ĚŶĞǀĞƌ
ƚŚŽƵŐŚƚŽĨƚŚĂƚ ?/ ?ůůƚƌǇƚŚĂƚ ? ?nd, / ?ůůƚƌǇƚŚĂƚĂŶĚƐŽŵĞƚimes that works, it might not work 
every week, but it works more often than not. So even / ?ŵůĞĂƌŶŝŶŐŚŽǁƚŽĚĞĂůǁŝƚŚƚŚŝŶŐƐ ? 
(Parent) 
Parents valued this type of support highly: 
Or if we need to call her we can call her and come in which is great because ǁĞ ?ǀĞŶĞǀĞƌŚĂĚ
that much support anywhere else for working with [young person]... (Parent)  
/ƚ ?ƐƋƵŝƚĞŶŝĐĞ ? ? ?ƚŽĐŽŵĞĂŶĚƐĂǇŽŚ'ŽĚŚĞĚŝĚƚŚŝƐ ?/ũƵƐƚĚŽŶ ?ƚŬŶŽǁǁŚĂƚƚŽĚŽ ?ŚŽǁĚŽ/
handle this and have some help, constructive help. (Parent) 
 40 
 
Equally, parents valued the sharing of information and feeling included in conversations relating to the 
approaches used with their children, as well as discussions of what was and was not working successfully 
for the young person:  
And everything is thoroughly discussed, we are ŶĞǀĞƌůĞĨƚŽƵƚŽĨƚŚĞůŽŽƉ ?ƚŚĞǇĂƌĞ always 
discussing with us exactly what they want to do. Which again is a new thing, because 
sometimes you go to meetings and theǇ ?re pre-ĚĞĐŝĚĞĚ ? But here you know, and you can see, 
ĞǀĞŶŝĨƚŚĞǇĚŽŶ ?ƚƚĞůůǇŽƵƐŽŵĞƚŚŝŶŐ ?ŝĨƐŽŵĞƚŚŝŶŐ ?ƐĐŚĂŶŐĞĚĂůŝƚƚůĞďŝƚďĞĐĂƵƐĞƐŽŵĞƚŚŝŶŐ
else will be a little bit better, or a little bit worse. And, you can come back to them and say  ?he 
was a bit off on that day ? ?nd, ƚŚĞǇ ?ůůŐŽ ?ƚŚĂƚ ?ƐƚŚĞĚĂǇǁĞƚƌŝĞĚƚŽĚŽƚŚĂƚ, but ŝƚǁĂƐŶ ?ƚ
working because we just went into that ? ?Ƶƚŝƚ ?ƐŽƉĞŶĐŽŵŵƵŶŝĐĂƚŝŽŶĂůůƚŚĞƚŝŵĞ ?ŝƚ ?Ɛ
brilliant. (Parent) 
They keep in touch, I can email at any moment, I sometimes email in a morning or an evening 
ŝĨǁĞ ?ǀĞŚĂĚĂƉĂƌƚŝĐƵůĂƌƚƌŽƵďůĞǁŝƚŚŚŝŵ, so they are aware of it for the next day. Because 
ŽďǀŝŽƵƐůǇŝƚŵŝŐŚƚĐŚĂŶŐĞǁŚĂƚĐĂƌĞǁŽƌŬĞƌƚŚĞǇŚĂǀĞ ?dŚĞƌĞ ?ƐĂůǁĂǇƐlots of emails back and 
forth. RŝŶŐŝŶŐŵĞũƵƐƚƚŽŵĂŬĞƐƵƌĞ/ ?ŵĂůƌŝŐŚƚ ?ŝƐŚĞĂůƌŝŐŚƚ ?ĞƐƉĞĐŝĂůůǇŝĨŚĞ ?ƐŚĂĚĂďĂĚĚĂǇ ?
Iƚ ?ƐƋƵŝƚĞŶŝĐĞƚhat they ring up and say, how are you? How did you get home, you know, that 
sort of thing. (Parent) 
One parent found the Outcomes that Matter graphs used by the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ to be a particularly 
useful visual representation of successful or less successful progress in ƚŚĞŝƌĐŚŝůĚ ?ƐǁĞůůďĞŝŶŐ:  
 ?ĞǀĞŶǁŝƚŚ ?ǇŽƵŶŐƉĞƌƐŽŶ ?Ɛ ?ĐŚĂƌƚƐǇŽƵĐŽƵůĚƐĞĞƚŚĞƚŝŵĞƐƚŚĂƚŚĞ ?ƐƐůĞƉƚƌŝŐŚƚĂŶĚƚŚĞƚŝŵes 
ƚŚĂƚŚĞŚĂƐŶ ?ƚƐůĞƉƚƌŝŐŚƚ ?/ƚ ?ƐĂůůŝŶƚŚĞĐŚĂƌƚƐ ?ǇŽƵĐŽƵůĚƐĞĞŚĞĚƌŽƉƐ ?/ƚ ?ƐůŝŬĞǇŽƵĐŽƵůd tell 
which days, you could pinpoint which days, just by these graphs, wŚĞƚŚĞƌŚĞǁĂƐŶ ?ƚƐůĞĞƉŝŶŐ. 
Just because his self-worth wenƚĚŽǁŶǁĂƌĚ ?ƚŚĞǁĂǇŚĞĚŝĚŶ ?ƚǁĂŶƚƚŽĚŽĂŶǇthing went 
ĚŽǁŶǁĂƌĚ ? (Parent)  
5.d) WĂƌĞŶƚƐ ?views of multi-agency reviews and partnership working 
It was evident that multi-agency reviews had been, and in some cases continued to be, difficult and 
disheartening for parents, in particular because they felt that professionals focused on problems and 
adversities relating to their child. For some parents, however, the support and advocacy provided by the St 
ŶĚƌĞǁ ?ƐWƌŽũĞĐƚ enabled them and their young people to take part more positively in meetings:  
Just everybody sharing the information I think is really important. I think as well you could see, 
to begin with, before the involvement of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ, the meetings were very 
negative. [Young person] and I both felt very deflated, like facing a brick wall, as the meetings 
went on things got progressively better and it became more positive which made me feel 
better and also gave [young person] ŵŽƌĞĐŽŶĨŝĚĞŶĐĞ ? ?ŽŚƚŚŝƐĐĂŶŐĞƚďĞƚƚĞƌ ?ŝƚ ?ƐŶŽƚĂůůĚŽŽŵ 
ĂŶĚŐůŽŽŵ ?. (Parent) 
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Young people are encouraged to attend and participate in their review meetings. Where they did not feel 
comfortable with this, staff ensured that someone represented their opinions, as discussed in this exchange 
between parent and child: 
Young person:  Yea well, like if I had like a problem, then I would speak to [key worker], or 
like before like reviews and that. Then she always asks me for like 
questions.  
Parent: So,  ?<ĞǇtŽƌŬĞƌ ?ǁŝůůĐŽŵĞŝŶĂŶĚƐŚŽǁĂůůŽĨ ?ǇŽƵŶŐƉĞƌƐŽŶ ?Ɛ ?ǁŽƌŬand 
read out exactly what [young person] said, her point of view that she 
wants put across.  
There were other benefits of ^ƚŶĚƌĞǁ ?Ɛstaff being involved in review meetings. These included the fact 
that staff took responsibility for responding to local authorities ? questions about the child ?Ɛprogress and 
explaining the need for the intervention, this removed some of the anxiety that parents felt when dealing 
with the local authority: 
Well [local authority] obviously have to pay for this, so, I suppose they come to see how their 
ŝŶǀĞƐƚŵĞŶƚŝƐŐŽŝŶŐ/ŐƵĞƐƐ ?Ƶƚŝƚ ?ƐŶŝĐĞ, because if it was me I would be like,  ?Kh God ?. But [St 
Andrews Project] are like  ?dhis is where we are ?,  ? ? ? there is no pushing [young person] at that 
ƚŝŵĞ ?tĞ ?ƌĞũƵƐƚƵŶďĞůievably grateful, ďĞĐĂƵƐĞǁĞ ?ǀĞŽŶůǇĞǀĞƌďĞĞŶǁŚĞƌĞŝƚ ?Ɛ[..] money-
controlled, where ? ?ǁĞ ?ǀĞŐŽƚƚŽĚŽƚŚŝƐ ?,  ?no, ǁĞĐĂŶ ?ƚĚŽƚŚĂƚĂŶǇŵŽƌĞ ?ǁĞ ?ǀĞŐŽƚƚŽĚŽƚŚŝƐ ?, 
ĂŶĚŚĞ ?ƐďĞĞŶƉƵƐhed [around] according to the cost of it. There is no consideration of that 
ŚĞƌĞ ?ŝƚ ?ƐũƵƐƚŚŝŵ. (Parent) 
6) Findings Four: Camphill school staff perspectives 
6.a) School staff members ? general views of the project 
This section represents the perspectives of four Camphill School staff who chose to take part in interviews. 
They spoke about similarities and differences between the two Camphill services, Camphill School and the 
^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ. They highlighted that children attending these two services often interacted. These 
staff noted that there had been some tensions in working relationships across the campus, and made some 
suggestions about improving and taking forward future work to facilitate a unified Camphill approach.   
Figure 1 below highlights some of the key similarities and differences noted by these staff, and approaches 
to working that they saw as being used more extensively by ƚŚĞ^ƚŶĚƌĞǁ ?ƐProject than by Camphill 
School:  
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Figure 1: Camphill School staff reflections on the St Andrew's Project 
Camphill School staff highlighted that the Camphill philosophy and aims, including the importance of the 
ĞŶǀŝƌŽŶŵĞŶƚĂŶĚďƌĞĂƚŚŝŶŐƐƉĂĐĞĨŽƌĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ ?ǁĞƌĞŬĞǇƐŝŵŝůĂƌŝƚŝĞƐ. They portrayed all 
Camphill services as working towards achieving independence for children, upholding the dignity of the 
person and supporting children to be the person they are, and supporting them to their best potential 
(Camphill School staff member). When reflecting on the development of the project, they felt that the 
nurturing and supportive environment of the ƐĐŚŽŽůǁĂƐĂŶŝŶƚĞŐƌĂůƉĂƌƚŽĨƚŚĞƉƌŽũĞĐƚ ?ƐƐƵĐĐĞƐƐ ? 
They thought that Camphill offered children and young people multiple opportunities to develop socially 
and emotionally, and to work together in small teams through all its programmes. The school and the 
project made use of the same space and resources, including the use of therapies, workshops and the 
outdoor environment. By contrast they explained that children at the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ, did not attend 
Camphill School lessons, although children from the two services did come together to take part in other 
activities such as sports, workshops and free play. 
These staff viewed friendships as important for all Camphill children and young people. They explained that 
typically children and young people wanted to have friends, but often had great difficulties making or 
keeping friends, for example, because they became easily upset. Staff across Camphill therefore placed 
value on providing children with opportunities to play with others. 
ȈShared values, aims and perceptions of successȈShared resources, space and environmentȈShared committment to reflection and consensual 
workingȈEquips child with an internal resilience and 
strength 
Similarities in 
Approach
ȈAdmissions, assessment and review proceduresȈBackground of some of the children using the projectȈStructure of services and use of time at the projectȈNature of relationship and communication with 
funders
Differences in 
Approach
ȈOutreach workȈIndividualised programmesȈMulti-agency facilitationExtensively used by St Andrew's 
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The key differences that these staff identified were the background of children, the structure of St 
ŶĚƌĞǁ ?ƐƉƌŽŐƌĂŵŵĞƐĐŽŵƉĂƌĞĚƚŽĂƚǇƉŝĐĂůĂŵƉŚŝůů^ĐŚŽŽůĚĂǇ ?ĂŶĚŽƌŐĂŶŝƐĂƚŝŽŶĂůĞůĞŵĞŶƚƐŽĨƚŚĞ
project such as reviews and admissions.  
School staff ƉŽŝŶƚĞĚŽƵƚƚŚĂƚŵĂŶǇŽĨƚŚĞĐŚŝůĚƌĞŶĂƚƚĞŶĚŝŶŐƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚĐĂŵĞĨƌŽŵĂ
background that was characterised by a number of significant breakdowns, and this was different to those 
attending Camphill School who were more likely to have complex health and/or care needs. In addition, 
they explained that the programme structure differed because many children did not attend daily at St 
ŶĚƌĞǁ ?Ɛ ?ǁŚĞƌĞĂƐĂŵƉŚŝůů^ĐŚŽŽůƉƵƉŝůƐĂƚƚĞŶĚĞĚĚĂŝůǇĂŶĚtheir placements were mainly residential.  
They regarded the therapeutic day support offered by the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ as a distinctive feature and 
one that was new for Camphill. These staff explained that the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ children were involved in 
 ‘ůĞĂƌŶŝŶŐďǇĚŽŝŶŐ ?ƌĂƚŚĞƌƚŚĂŶĞŶŐĂŐŝŶŐŝŶĂĐĂĚĞŵŝĐĂŶĚƐĐŚŽŽůǁŽƌŬ ?^ĐŚŽŽůƐƚĂĨĨĨĞůƚƚŚĂƚĐŚŝůĚƌĞŶĂƚthe 
^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ were more likely to decline to engage with activities in the first week and may not 
attending pre-arranged activities. They suggested that children sometimes spent many months outdoors 
before they engaged in any of the timetabled and structured activities and workshops available at Camphill. 
They felt that this was something they rarely experienced with Camphill School pupils. 
In terms of organisational processes, funding streams, admissions, assessments and reviews, they identified 
several more differences. For example, sĐŚŽŽůƐƚĂĨĨƌĞĐŽŐŶŝƐĞĚƚŚĂƚĐŚŝůĚƌĞŶƵƐŝŶŐƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ
remained a registered pupil of their mainstream school: 
[These] ǯ
children to receive support whilst maintaining links with their schools and communities. 
(Camphill School staff)  
These staff felt the authority viewed the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ and the Camphill School as being very 
different services. 
Although they considered Camphill School admissions reviews to be holistic, they saw the ecological 
assessment offered by the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ as particularly flexible. These staff felt this assessment 
generated a wider understanding of the ĐŚŝůĚ ?ƐůŝĨĞ, including family and school ?ƚŚĞĐŚŝůĚ ?ƐŶĞĞĚƐ and 
perspectives, and that it explored how, and by whom, these needs could be met. They explained that this 
could include a range of changes to tŚĞĐŚŝůĚ ?Ɛwider environment. Schools staff felt that a further benefit 
of the ecological assessment was that it used a strengths-based approach that ĨŽĐƵƐĞĚŽŶƚŚĞĐŚŝůĚ ?ƐŶĞĞĚƐ
without detailed restating of their past or problems.  
These staff members commented that the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚŝŶƚĞƌŶĂůƌĞǀŝĞǁŵĞĞƚŝŶŐƐǁŽƵůĚďĞŶĞĨŝƚ
from an approach similar to the one used by Camphill School, that is, an approach that includes all staff at 
Camphill who were involved with the child or young person, such as therapists and the Camphill doctor. In 
this way, they felt it was wrong to restrict meetings to project staff.  
School staff members also identified a wider difference in the way the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ and Camphill 
School communicated and interacted with funders. School staff felt the project managed to be closer to 
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funders than the school, that the project communicated more frequently with the authority and that it 
used terminology that they tailored to the preferred style or needs of the authority. All Camphill School 
staff who participated in the evaluation felt that the local authority liked the Outcomes that Matter graphs 
that the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ used for ƌĞƉŽƌƚŝŶŐĐŚŝůĚƌĞŶ ?ƐĚĞǀĞůŽƉŵent (however, we note below that local 
authority representatives found them complicated and hard to interpret). 
These participants held mixed views about the extent to which three elements of provision, outreach work 
with families and schools, individualised programmes for children and young people and multi-agency 
ĨĂĐŝůŝƚĂƚŝŽŶ ?ǁĞƌĞĚŝƐƚŝŶĐƚŝǀĞĨĞĂƚƵƌĞƐŽĨƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ. Some felt that aspects of these elements 
were also evident in the work of Camphill School, there was agreement, however, that the project used 
these approaches more extensively. In their explanation for this, some school staff explained that there 
was more scope for the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ to do family and school outreach work, because children spent 
more time in these environments. They viewed this outreach approach as being very successful, and they 
felt it should set the trend for Camphill School to be more open to this type of work, reaching out to 
families and professionals.  
These staff thought that a wider benefit of the outreach work of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ was that it helped 
to ĂĚĚƌĞƐƐƚŚĞ ‘ĞŶĐůŽƐĞĚ ?ǀŝĞǁŽĨCamphill that they felt was present in the local community, although they 
suggested that not everyone held this view. 
6.b) ^ĐŚŽŽůƐƚĂĨĨŵĞŵďĞƌƐ ?ǀŝĞǁƐŽĨĐŚŝůĚƌĞŶ ?ƐƐuccesses 
Camphill staff had observed that children using the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ had become happier and more 
confident and relaxed since their arrival at Camphill. They noted improved relationship and social skills as 
children learned to join in small groups, engaged in problem-solving activities together at workshops, 
played sports with children from Camphill School, and dropped-in to see friends at the schoolhouse. This 
was something children would not have been able to experience before. These ƐƚĂĨĨĂƚƚƌŝďƵƚĞĚƚŚĞƉƌŽũĞĐƚ ?Ɛ 
successes to the choice and freedom that children had, commenting that breathing space without any 
pressure seemed to allow children and young people to thrive. They explained that these successes were 
similar to those achieved by children at Camphill School. 
School staff said that another consequence ŽĨƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚwas that the work with families 
could have a significant, positive impact on home life. For example, these staff had observed that at first St 
ŶĚƌĞǁ ?Ɛ ĐŚŝůĚƌĞŶǁŽƵůĚƐůĞĞƉĂƚĂůůŵŽƌŶŝŶŐďĞĐĂƵƐĞƚŚĞǇŚĂĚŶ ?ƚƐůĞƉƚĂƚŚŽŵĞ, but gradually the project 
helped the family build up a routine such that children would sleep at home and could stay awake at the St 
ŶĚƌĞǁ ?Ɛ Project. They noted further successes, and mentioned children who now felt ready to engage 
with academic work, who of their own volition, would ask for pieces of work to complete. 
6.c) School staff members ? views of working relationships  
Although staff spoke of some tensions between the school and the project, they felt that communication to 
raise awareness and the introduction of common organisational approaches would address these issues. 
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For example, they explained that an issue had arisen when children from the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ had 
distracted school pupils by playing sports in the school grounds during class time; they said this tension had 
easily been resolved through a discussion between school and project staff. 
Although these participants explained that ^ƚŶĚƌĞǁ ?ƐProject and Camphill School staff members did 
work together, they thought this was in a limited and informal way. For example, they felt this was of 
working was generally limited to arranging times for children to meet and play, or come together for sports 
days or carnivals. Camphill School staff members valued these opportunities to work together and felt 
there was more ƐĐŽƉĞƚŽǁŽƌŬǁŝƚŚ^ƚŶĚƌĞǁ ?Ɛproject staff.  
These staff felt that there was scope (and some plans) for common working practices to be developed. One 
participant indicated that it would be useful to have one common admissions process, streamlining the 
admissions review and ecological assessment, ensuring that assessments are holistic. Another participant 
noted plans for some restructuring of line management arrangements that would bring the two staff teams 
more closely together.  
School staff members were aware that the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ played an important part in the future 
sustainability of the whole school and felt that demand for this type of service was likely to increase. They 
recognised that discussions about accommodating the expansion and growth of the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ 
were likely to include consideration of which parts of the project to expand, the therapeutic or transitions 
programme. They said that one idea was that teenagers and young people on the transitions programme 
could come to Camphill School because school staff members had experience of working with young 
people with complex health and care needs, whilst ƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚǁŽƵůĚƐƵƉƉort children 
experiencing breakdowns in mainstream schools or families. These staff anticipated that an arrangement 
such as this would help alleviate any tensions with the arrival of new pupils, and decisions about which 
service was more appropriate for the child or young person. 
7) Findings Five: Local authority (purchaser) views 
In this section, we look at the views of local authority representatives who have different experiences of 
ƚŚĞ^ƚŶĚƌĞǁ ?ƐProject; most of these participants have direct knowledge of some of the children using the 
project. In the focus group, local authority participants gave their views on a wide range of areas including 
^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚƉƌŽĐĞƐƐĞƐĂŶĚĂƉƉƌŽĂĐŚĞƐ ?ƉĂƌƚŶĞƌƐŚŝƉǁŽƌŬŝŶŐĂŶĚ ƚŚĞƉƌŽũĞĐƚ ?Ɛ impact on children 
and families.  
7.a) Local authorities ? general views on the project 
/ƚŝƐĂƉƉĂƌĞŶƚƚŚĂƚůŽĐĂůĂƵƚŚŽƌŝƚǇƉĂƌƚŝĐŝƉĂŶƚƐƐĂǁƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚĂƐƐŽŵĞƚŚŝŶŐƵŶŝƋƵĞ ?ƐƵŐŐĞƐƚŝŶŐ
ŝƚǁĂƐ ‘ŚĂůĨ-ǁĂǇ ?ďĞƚǁĞĞŶ sending a child to a residential school and  ‘struggling on ? in mainstream 
schooling. They saw the project as able to provide an intensive service to the child and family without a 
residential placement. Authority participants also saw the project as something apart from and different to 
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Camphill School; however, their prior positive experiences with the school influenced their expectations of 
the project. Because of prior experience of working with Camphill, local authority participants had very high 
expectations in terms of the quality of the work that would result.  
Local authority representatives recognised a number of strengths of the project. They saw the ecological 
assessment as being highly important. They suggested that the assessment enabled all concerned with the 
child to develop a far better understanding of the child and their situation. This in turn allowed the project, 
the authority, ĂŶĚƚŚĞĐŚŝůĚ ?ƐƐĐŚŽŽůƚŽĚĞǀĞůŽƉĂŵŽƌĞĂƉƉƌŽƉƌŝĂƚĞ ƌĞƐƉŽŶƐĞƚŽƚŚĞĐŚŝůĚ ?ƐŶĞĞĚƐ ?Local 
authority participants additionally valued the fact that whilst the project conducted the assessment, the 
child and their family could feel protected and supported. They stated that this period allowed children 
time and space in an appropriate environment that suited their needs, and provided families with a 
breathing space, away from perceived battles with schools and local authorities. 
Local authority participants also saw the direct work done with families as being highly beneficial, along 
with the fact that the project often successfully engaged families with community activity. They saw this as 
something that would help children and families to maintain friendships, use community resources, and 
ultimately require less support in the longer term. 
Local authority representatives also felt that communication between the authority and the project was 
one area of relative strength: for example, when comparing the project to various residential placements, 
they felt more closely involved with the details of what the project was providing for the child. 
Despite the many strengths they perceived, local authority representatives also felt that the project 
represented an expensive and intensive option in comparison to some other forms of support. Connected 
to this, they expressed a slight concern that the project may find it challenging to progress children in a 
timely manner and withdraw their support when the child is ready. These participants remained open-
minded about the latter, seeing these issues as potentially problematic within the context of increasing 
need and the fact that parents sometimes argued for specific services for their child.  
7.b) Understanding the local authority position 
One way to understand the local authority position is to consider their ĂƐƐĞƌƚŝŽŶƚŚĂƚ ‘ĐŚŝůĚƌĞŶshould be 
educated in their home communities whenever pŽƐƐŝďůĞ ? ?ŝĞůŽĐĂůŵĂŝŶƐƚƌĞĂŵƐĐŚŽŽůƐ ?dŚŝƐƌĞƉĞĂƚĞĚ
position was strongly normative. It appears to arise from various concerns; we group these into two 
categories: ideological and pragmatic (see Figure 2): 
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Figure 2 P>ŽĐĂůĂƵƚŚŽƌŝƚŝĞƐ ?ƉƌĂŐŵĂƚŝĐĂŶĚŝĚĞŽůŽŐŝĐĂůdrivers for why children should be educated in their home communities 
This position (ie children should be educated in their home communities whenever possible), structures 
and determines which factors local authorities want to see reflected by the work of the project; some of 
these are shown in Figure 3: 
 
Figure 3: What local authorities want from the project 
We feel there are potential tensions between these factors. For example, whilst local authority participants 
want parents and children to see the project as a neutral space, they also want the project to support the 
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ĂƵƚŚŽƌŝƚǇ ?ƐƐƚĂŶĐĞƐƵĐŚƚŚĂƚƚŚĞ authority was noƚĂůǁĂǇƐƐĞĞŶĂƐƚŚĞ ‘ďĂĚŐƵǇƐ ? ?ĞŐwhen it came to ending 
the service and transitioning back to the local school. Local authority participants felt this was important, 
not least because they needed to maintain a positive ongoing relationship with the family in the longer 
term.  
We feel that tensions such as this can be resolved through effective collaborative working. We also note 
that local authority participants felt it was still relatively  ‘early days ?ĨŽƌƚŚĞƉƌŽũĞĐƚĂŶĚ were optimistic 
about the prospects of continuing to work together, increasing the frequency of meetings and establishing 
protocols to help define the parameters of partnership. They suggested that they based their optimism on 
the positive, trusting, transparent, and honest relationships they had thus far experienced. 
8) Discussion and conclusions 
8.a) Evaluating the project 
As it stands, the ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ presents a significant ĚĞƉĂƌƚƵƌĞĨƌŽŵĂŵƉŚŝůů ?ƐƚƌĂĚŝƚŝŽŶĂůĞĚƵĐĂƚŝŽŶ
services, with its key aim to provide a flexible service to help children integrate or re-integrate into local 
schools, colleges, and communities. However, the Camphill philosophy and beliefs continue to underpin the 
work of the project. In this regard, ^ƚŶĚƌĞǁ ?Ɛproject staff members focus on helping children and young 
people to feel positive about themselves and feel valued for who they are; this is the vital first step towards 
successful integration with their communities. Staff members achieve this by building strong relationships 
with children and young people, and supporting them to build a relationship with their self and then 
relationships with others. 
This evaluation draws on data from several different sources and concerns the different programmes 
within the project. Collectively, this information indicates clearly that tŚĞ^ƚŶĚƌĞǁ ?ƐProject creates 
positive impact for children and their families.  
Perhaps, the clearest evidence of success relates to those supported through the therapeutic programme. 
There were several key effects for these children and families: families were able to function again in a 
positive way, households were now comparatively peaceful, and family members had positive views about 
ĐŚŝůĚƌĞŶ ?ƐĨƵƚƵƌĞƐ ?ŚŝůĚƌĞŶon the programme were learning to think about others and to express their 
emotions in a positive manner, that is, they were now using skills that were beyond their reach before their 
involvement with the ^ƚŶĚƌĞǁ ?Ɛ Project. A testament to the programme ?Ɛ focus on developing 
relationships was the fact that many children and young people quickly felt that they  ‘belonged ? to St 
ŶĚƌĞǁ ?Ɛ ? we feel this is a noteworthy step for children who had previously felt excluded from their local 
communities and schools.  
Significantly, in terms of the goal to promote re-integration with mainstream settings, most children in the 
programme had become interested in new activities and many were keen to attend their mainstream 
schools. There were positive outcomes for family members too, parents felt that ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚƐƚĂĨĨ
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supported them to overcome and deal with problematic issues and experiences, they were provided with 
ideas and parenting approaches that helped their child and family. Parents also felt supported by St 
ŶĚƌĞǁ ?ƐƐƚĂĨĨĂƚ multi-agency meetings, with some commenting that meetings about their child had now 
become much more positive than previous meetings that had focused on problematic behaviour and 
issues.  
dŚĞƐŝŐŶŝĨŝĐĂŶĐĞŽĨƚŚĞƉƌŽŐƌĂŵŵĞ ?Ɛ impacts for these children and families is considerable. We found that 
they had received substantial supports from other services over a number of years prior to their 
involveŵĞŶƚǁŝƚŚƚŚĞ^ƚŶĚƌĞǁ ?Ɛ; however, these earlier supports had not been able to provide the same 
level of benefit to children and families as they appear to have gained from this programme. With St 
ŶĚƌĞǁ ?Ɛproject support, these families and children were much happier. Parents could see the progress 
that their child had made and they felt ƚŚĂƚƚŚĞ^ƚŶĚƌĞǁ ?ƐƚŚĞƌĂƉĞƵƚŝĐƉƌŽŐƌĂŵŵĞŚĂĚƌĞƐƵůƚĞĚŝŶ
brighter prospects for their future. 
Young people on the transitions programme also benefitted greatly from the support they received in 
several key areas. As with those on the therapeutic programme, these positive outcomes included the 
development of good relationships with staff and peers, increased independence in undertaking activities 
associated with daily living, opportunities to make a positive contribution to the Camphill community and 
being a valued member of the households and community.  
The transitions programme had a strong focus on enabling young people to communicate in a positive 
manner, often with symbols or signs, to help young people recognise stressful situations and react more 
positively to these. This enabled children to have a voice and communicate this through an appropriate and 
relevant method. As with children on the therapeutic programme, young people on the transitions 
programme had achieved substantial progress within the one to two years that they had been at the 
project.  
^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨĚĞƐĐƌŝďĞĚĐŚŝůĚƌĞŶ ?ƐƉƌŽŐƌĞƐƐ as a process of gradual development, where children and 
ǇŽƵŶŐƉĞŽƉůĞǁĞƌĞůĞĂƌŶŝŶŐƐŬŝůůƐ ‘ďǇĚŽŝŶŐ ?ƌĂƚŚĞƌƚŚĂŶƚŚƌŽƵŐŚĂĐĂĚĞŵŝĐůĞĂƌŶŝŶŐ ?,ŽǁĞǀĞƌ ?we note that 
most of these families had been supported by other services for many years but had seen little progress or 
improvement. We would contrast this with the progress made in one to two years by children at the St 
ŶĚƌĞǁ ?ƐƉƌŽũĞĐƚ ?/ŶŽƚŚĞƌǁords, whilst staff may have portrayed this as a gradual developmental process, 
the fact that children made unique achievements, may represent an acceleration in development for these 
individual children. 
Despite this, staff and parents acknowledged that for most children and young people on the therapeutic 
and transitions programmes, continued support, and development opportunities were required to enable 
them to develop sufficient depth and breadth of skills to participate in schools or in other settings with 
confidence and ease. In particular, they felt that they needed to do more work with other professionals in 
schools and other services to enable them to provide suitable environments and practices that would 
promote childrĞŶ ?Ɛongoing development and inclusion. This view accords with the local authority desire 
ƚŚĂƚƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚĨĂĐŝůŝƚĂƚĞƐƐĐŚŽŽůƐĂŶĚŽƚŚĞƌƐĞƚƚŝŶŐƐƚo learn effective strategies. 
 50 
 
Local authorities were supportive of the project and identified particular impact on families and parents in 
improving relationships. Local authorities were managing significant pressures of time, capacity, and 
financial limits; they had to consider these factors when allocating resources. In the future, they would like 
to see clearer progress towards children integrating with mainstream schools and greater engagement in 
academic activities. We also felt that some parents felt their child was capable of engaging in further 
academic work, although they often spoke about their full-time child ?ƐƌĞƚƵƌŶ to mainstream education as a 
long term and potentially distant objective. 
Study limitations and areas for further enquiry  
There were areas of the evaluation where we did not have sufficient data to enable us to provide strong 
conclusions. One of these areas was partnership working with schools. There is evidence of children ?Ɛ
continued or renewed interest in taking part in mainstream schools or activities, but we are not able to 
identify to what extent this was because of changes in the child or because of changes in the school. Nor 
can we reliably comment about the extent to which the project had facilitated changes in the school 
environment. ^ƚŶĚƌĞǁ ?s staff and local authority participants highlighted improved working with schools 
and partners as a key objective for the future, suggesting that there is room to develop this area further. 
In addition, in respect of the effectiveness and challenges of the therapeutic programme, we rely heavily on 
data provided or gathered by ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨ. Our sense is that staff members have been objective in 
their provision of information, especially the information presented through the structured case audits. 
However, we acknowledge that no parents with children supported by this programme responded to the 
invitation to take part in the evaluation. This is perhaps a reflection of the fact that the therapeutic 
programme provides support to a new group of children with different background characteristics to those 
traditionally supported at Camphill.  
It is not possible to tell from the findings how the different approaches used at Camphill interact to 
promote ĐŚŝůĚƌĞŶ ?Ɛdevelopment, or the contribution each provides. For example, how value-based 
messages work ǁŝƚŚŵĞƐƐĂŐĞƐĂďŽƵƚĂƉƉƌŽƉƌŝĂƚĞďĞŚĂǀŝŽƵƌƚŽĞŶƐƵƌĞĐŚŝůĚƌĞŶ ?ƐƉŽƐŝƚŝǀĞĚĞǀĞůŽƉŵĞŶƚ ? 
8.b) Moving forward  
At the time of the research, in terms of moving forward, Camphill were at the early stages of developing 
plans about future provision of their educational services and in particular, what the relationship of the St 
ŶĚƌĞǁ ?ƐWƌŽũĞĐƚĂŶĚĂŵƉŚŝůů^ĐŚŽŽůǁŽƵůĚďĞ ?^ƚĂĨĨĨƌŽŵĂŵƉŚŝůů^ĐŚŽŽůĂŶĚƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚĨĞůƚ
there were opportunities for integrated working. There was a desire from Camphill School staff for the 
development of a common admissions approach, including common assessment and review procedure, to 
inform decision-making about which services and staff will support different children. Specifically within the 
^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚ ?ƐƚĂĨĨŵĞŵďĞƌƐǁĞƌĞĐŽŶƐŝĚĞƌŝŶŐŝƐƐƵĞƐĂƌŽƵŶĚƐƚĂĨĨĐĂƉĂĐŝƚǇ ?ƉŚǇƐŝĐĂů
(accommodation) capacity, and processes for dealing with waiting lists. They suggested that consideration 
should be givĞŶƚŽĐĂƉĂĐŝƚǇĨŽƌ ‘ƉŽƐƚ-ƉƌŽũĞĐƚ ?ƐƵƉƉŽƌƚĨŽƌĐŚŝůĚƌĞŶ ?ǇŽƵŶŐƉĞŽƉůĞ ?ĂŶĚĨĂŵŝůŝĞƐ ?dŚĞǇ
thought this would be appropriate, when parental or child anxieties were high or in the event that a 
breakdown between home and school occurred. 
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In light of study findings, we would like to suggest two key areas that may be helpful in further developing 
the services to meet the needs of children and families, Camphill and local authorities. The first of these 
relates to educational attainment, engagement, and integration. ^ƚŶĚƌĞǁ ?ƐƐƚĂĨĨŝĚĞŶƚŝĨŝĞĚƚŚĂƚĨƵƌƚŚĞƌ
partnership working and approaches to integrating children in mainstream education is a key area for 
development, and we would agree that work in this area would be beneficial. For example, the St ŶĚƌĞǁ ?Ɛ
Project could consider how they can further exploit their existing use the environment, facilities and 
workshops at Camphill to highlight potential links to key curriculum areas (eg maths, science, geography). 
Local authority education specialists and schoolteachers may be able to support this process whilst at the 
same time learning from the Camphill approach.  
The second key area for development relates to improving knowledge and information around the length 
of time children and young people are likely to remain in the project. As we have seen from this evaluation, 
children make significant (but not necessarily sufficient) progress within one to two years, this obviously 
better than making little or no progress over this time. However, this represents a significant investment of 
resource and funders understandably want to understand the likely extent of service requirement and 
benefits that may accrue. Many potential approaches could be used here, for example, it may be useful to 
develop an agreement in partnership with the local authority, schools, and other relevant organisations 
about what constitutes  ‘ƌeadiness for ŵŽǀŝŶŐŽŶ ?. As ^ƚŶĚƌĞǁ ?ƐƐƵƉƉŽƌƚƐŝŶĐƌĞĂƐŝŶŐŶƵŵďĞƌƐŽĨĐŚŝůĚĂŶĚ
young person, information could be extracted from assessments and plans to develop guidance on 
minimum or typical expected timeframes for ĐŚŝůĚƌĞŶ ?Ɛinvolvement. 
8.c) In conclusion 
dŚŝƐĞǀĂůƵĂƚŝŽŶŚĂƐƐŚŽǁŶƚŚĂƚƚŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚŚĂƐďĞŶǀĞƌǇĞĨĨĞĐƚŝǀĞŝŶŵĞĞƚŝŶŐƚŚĞŶĞĞĚƐŽĨ
children, young people, and families. At Camphill strong, shared organisational values and culture are 
ĚŝƐƚŝŶĐƚŝǀĞĨĞĂƚƵƌĞƐƵŶĚĞƌƉŝŶŶŝŶŐƚŚĞƐƵƉƉŽƌƚƉƌŽǀŝĚĞĚ ?^ƚĂĨĨĂĐƌŽƐƐĂŵƉŚŝůů ?ďŽƚŚŝŶƚŚĞ^ƚŶĚƌĞǁ ?Ɛ
project and Camphill School, worked towards the same goals, believing in the philosophy that by showing 
them that they are valued, children will be helped to develop and increase interest in learning and engaging 
in communities. Staff also shared the same positive view of environmental resources and which methods 
promoted childƌĞŶ ?ƐĚĞǀĞůŽƉŵĞŶƚ ?/ƚŝƐůŝŬĞůǇƚŚĂƚƚŚĂƚĐŚŝůĚƌĞŶĂŶĚǇŽƵŶŐƉĞŽƉůĞůĞĂƌŶĨƌŽŵĐŽŶƐŝƐƚĞŶƚ
approaches and messages that facilitate and model positive methods of interacting with others. 
TŚĞ^ƚŶĚƌĞǁ ?ƐWƌŽũĞĐƚŚĂƐďĞĞŶŚŝŐŚůǇǀĂůƵĞĚďǇƉĂƌĞŶƚƐĂŶĚĂƵƚŚŽƌŝƚŝes for the ability to reach out to 
children and families that have been experiencing difficulties for many years, and to young people who 
needed extra support to transition to adulthood. This new model of flexible support, provided whilst 
ensuring children can continue to stay at home and maintain links with mainstream settings, looks very 
promising ?tĞůŽŽŬĨŽƌǁĂƌĚƚŽƐĞĞŝŶŐƚŚĞƉƌŽũĞĐƚ ?Ɛcontinued progress and development at Camphill.  
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